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The new Finnish national core curriculum (NCC 2016) was implemented in the 
elementary schools in August 2016. According to the new curriculum obligatory Swedish 
will begin for all already in elementary school, thus more schools might be planning to 
start A1 English instruction in the 1st or 2nd grade (of elementary school) leaving a year 
between the start of every new language. The city of Vantaa has begun early English 
language teaching in the first grade in all the schools since August 1st 2016 (The city of 
Vantaa 2016). The Green party is making an initiative to begin a foreign language in the 
first grade in all schools in Helsinki (Holopainen 2016).   
 
I have been enthusiastic about early English language learning (ELL) for a long time. I 
am bilingual (English and Finnish) and have chosen to speak English to my daughter.  
Because of my interest in teaching English to young children, I have worked in two 
English speaking playschools and have held an after school English club for a year to 1st 
and 2nd graders. The club consisted of a group of children who had attended the 
playschool where I had worked in, and groups of 1st and 2nd graders who had no prior 
knowledge of English. I was fronted with new dilemmas with the 1st graders who had no 
previous skills in English and could not read or write, and only one hour per week was 
allocated to the club. I also had no readymade material or syllabus for the club. This led 
me to consider what would be the best methods to teach English to this age group in a 
classroom context. 
 
The topic of my thesis is early English language teaching (ELT), focusing on approaches, 
methods, and procedures. My general aim is to provide English teachers and curriculum 
planners ideas how to best teach English in the early language setting and what resources 




The main research questions are:  
  
- What kinds of teaching approaches, methods and procedures are used in 
the 1st grade early English language teaching in Finnish schools?  
- How do these approaches, methods and procedures differ from the 
approaches, methods and procedures used in the standard 3rd grade A1 
English lessons? 
The supporting questions are: 
 
- In what way are the age specific requirements taken into consideration 
in the teaching approaches, methods and procedures?  
- What is the proportion of L1 and L2 in the teacher’s language of 
instruction and in the activities? 
- What types of activities are included in these approaches, methods and 
procedures?  
- What teaching materials are used in early English language learning 
classrooms?  
- What kind of motivational strategies are visible in the early language 
learning classrooms, if any? 
- What kind of experiences and views do the first grade teachers have on 
early English language teaching? 
- How does the 3rd grade EFL teacher describe her teaching and what 
kind of views does she express on ELL in general? 
 
A1-language means it is a core subject with a long syllabus and the number one stands 
for the first foreign language, which is normally begun in the third grade (NCC 2016). 
There are only a few studies on the subject previously and the current curriculum gives 
scarce guidelines for early English language teaching. Thus I believe there is a need for 
this type of research on the matter. The research offers models for other schools 
considering offering ELL in their school and for the participant schools to critically 
examine their practices and to improve teaching or provide more resources where 
necessary. The results indicate that language showering was the most common teaching 
approach used in ELL with games and play being the most typical activities. The 
participant teachers hoped for a material package for ELL and more digital material.
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2 Early language learning in context 
 
The terminology in the field of English language learning/teaching can be confusing, 
because the terminology has different meaning in different countries and different 
contexts. Some of the terms can overlap and even be used as synonyms, even if their 
definitions differ. In this study I will concentrate on the context of Finland. Language 
teaching to young children can be seen as a continuum of the amount of target language 
input, where immersion is at one extreme with all teaching held in the target language 
and traditional FL lessons at the other extreme. Nikula and Marsh (1997: 25-26) also see 
foreign language instruction as a type of continuum, where at one end there is language 
shower/showering, where one expands to teaching topic areas in foreign language and at 
the other end there is CLIL instruction completely in English (note CLIL does not have to 
be 100% target language). In this chapter I will first discuss the benefit of learning a 
language at an early age in section 2.1 through different theories on the relationship 
between age and language learning. In section 2.2 I present the different language 
programs and approach currently relevant in the Finnish context and in relation to early 
language learning (ELL). I conclude the chapter in section 2.3 with discussing the old 
(NCC 2004) and new national curricula (NCC 2016) from the perspective of ELL and 3rd 
grade EFL in Finland. 
 
2.1 Benefits of learning a language at an early age 
 
Early language learning refers to an early start of second (SL) or foreign language (FL) 
and in the Finnish context an earlier start to FL than the standard starting point of 3rd 
grade. It is therefore pertinent to examine whether an earlier start to studying a SL or FL 
is actually beneficial and justified. Next I will discuss different theories on the 
relationship of age and language learning. 
 
According to Lenneberg’s (1967) critical period hypothesis (CPH) there is a period in 
which full native competence is possible when acquiring a language. This period is from 
early childhood to adolescence. These days criticl period hypothesis is not universally 
accepted. Abello-Contesse (2009: 170-1) criticizes the critical period hypothesis by 
claiming that proof for its existence was derived from the relearning of defective L1 
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skills, not from studying a second language. He further states that there are multiple 
hypotheses relating to the optimal age or whether there is one for acquiring/learning L2, 
for example multiple critical periods, no critical period, sensitive but not critical period or 
a gradual decline from childhood to adulthood. The latter hypothesis of gradual decline, 
is supported by Hakuta, Bialystok and Wiley (2003: 37). Abello-Contesse (2009:170-1) 
even argues that older learners might be more efficient learners than younger learners. 
Abello-Contesse (2009:170-1) thus concludes that both older and younger learners can 
achieve high levels of proficiency and many other variables besides age affect the 
learning result or might be even more significant in determining achievement.  
 
Murdoch (1996: 2) shares these alternative explanation models, but he calls the ‘multiple 
critical periods’ the “tuning-in” hypothesis, which means that children are attuned to 
certain aspects of language in different ages, for example infants to sounds, toddlers to 
words, 2-10 year olds to syntax and 10 years upwards vocabulary. Murdoch (ibid.) also 
offers an additional hypothesis called “natural sieve”, which means children filter out the 
most relevant and simple information from the speech they hear around them. This filter 
wears out later, which makes it difficult to process all the input older learners are exposed 
with (ibid.). 
 
2.2 Language programs and approaches  
 
It is important to understand the context of different language programs in Finland and in 
the world in order to understand how early English language learning falls in that context. 
ELL is part of a larger trend to introduce second and foreign languages at a younger age. 
In the sake of continuity it is also vital to explore the SL or FL early childhood education 
as well as SL and FL in elementary schools. 
 
In immersion the goal is to achieve proficiency in both L1 and L2 while ensuring the 
acquisition of academic knowledge does not suffer in the process and ideally L2 is a new 
language for the student in order to imitate the acquisition process of L1 (Lagabaster and 
Sierra 2010: 370). Teachers ought to be bilingual and genuinely interested in the 
linguistic success and development of the student (ibid.). Communication in meaningful 
contexts is the core of the immersion programs (ibid.). Immersion can be started at 
different ages. Early immersion refers to daycare age, delayed immersion refers to the age 
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of 9-10 and late immersion refers to age of 12 or older (Meriläinen  2008, 25; Laurén 
2000, 41-42; Mustaparta & Tella 1999, 17). Immersion is also defined through the 
amount of target language used. In total immersion for the first two years 100% of 
instruction is given immersion language (ibid.). After this the amount of immersion 
language gradually declines so that on the 5th to 6th grade the amount of immersion 
language is only 50% of instruction. In partial immersion the amount of immersion 
language is only 50% throughout the school years (ibid.). 
 
In Finland traditionally speaking immersion has been done in Swedish (minority 
language) for Finnish speakers (majority). Currently there are abundance of private 
daycares offering early childhood education in English, either 100% or partially in 
English, or beginning with 50% English or 50% Finnish roughly speaking (Nikula & 
Marsh 1997; City of Helsinki 2017). Officially they are referred as foreign language 
instruction, but in practice they are also referred to as immersion programs (Nikula & 
Marsh 1997). Meriläinen (2008) also refers to English immersion. 
Content and language integrated learning is defined by Marsh (2012: 11) as follows 
“CLIL is a dual-focused educational approach in which an additional language is used for 
the learning and teaching of content and language with the objective of promoting both 
content and language mastery to pre- defined levels”. CLIL is an extension of 
Communnicative Language Teaching (CLT), which is discussed in detail in section 3.2 
(Richards & Rodgers 2014: 117). In CLT, in ideal situation, the focus of instruction 
would not be on grammar or some linguistic structure but on subject matter, thus 
language functions as a tool and is learned as a by product of studying a content (ibid.). 
Richards and Rodgers (2014: 119) believe that in order to successfully and naturally learn 
a second language content is needed to activate cognitive skills and interactional 
processes.  
According to Lagabaster and Sierra 2010: 370-2) the language used in CLIL is not a 
language spoken locally: unlike immersion programs, which are carried out in languages 
present in the students’ context, the languages of instruction for CLIL programs are 
foreign languages and many of the students only have contact with them in formal 
instruction contexts. CLIL is usually targeted towards older students whereas immersion 
is for young learners (ibid.). Richards and Rodgers (2014: 117-118) on the other hand 
state that immersion can be carried out in a number of foreign languages, not necessarily 
a local minority language or a second language. Nikula and Marsh (1997: 25) state that 
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elementary schools in Finland offering CLIL program do not normally teach everything 
in the foreign language. It is more common that the amount of target language varies 
depending on the school subject and teacher, and that topic entities are taught in target 
language instead of the whole subject. Elementary schools often talk about language-
orientated instruction to emphasize the fact that not all of the instruction is offered in a 
foreign language (Nikula & Marsh 1997:25). 
According to Nikula & Marsh (1997: 25-26) the main difference between CLIL and 
immersion is the teacher’s language identity. In immersion, one teacher always teaches in 
one language whether it is a foreign language or pupils’ mother tongue. In CLIL 
instruction the teacher can teach either in FL or L1.  
 
2.3 National core curriculum 2004 and 2016 
 
The national core curriculum guides the whole spectrum of public and private education 
on the comprehensive school and high school level in Finland. It is important to 
understand how much language teaching in general and ELL specifically is dictated and 
guided on the national level and school level. The guidelines give indications as to how 
much resources are granted to a given subject, what kind of materials should or could be 
used, what kind of teaching methods should or could be used, what kind of goals are set, 
and how much they restrict and/or help the teacher. Here the national curricula of 2004 
and 2016 are presented and discussed whereas the schools’ curricula are presented in the 
analysis chapter in the presentation of each school. The fewer general guidelines are 
given, the more differences between the schools can occur, which makes generalizations 
on a city or national level difficult. 
 
The national core curriculum 2004 guidelines for ELL A1 FL are as follows: 
 
If language instruction commences before the third grade, the focus at first is on the 
comprehension, repetition, and application of what one has heard, and on practicing oral 
communication. The written form of the language is used to support oral practice according 
to the situation. The instruction is to be integrated into contents and themes that lie within the 
pupil’s sphere of experience or have already been treated in the instruction. The pupil also 
gets a preliminary introduction to intercultural differences. The instruction is functional and 




The objectives are rather general and vague:  
 The pupils will become conscious of language and its meaning; feel encouraged to speak 
 at the word and phrase level by listening and understanding the language; acquire a 
 foundation for language study skills and subsequent language studies; take an interest in 
 learning language, and in life in various cultures. (NCC 2004: 138) 
 
Core contents are also loosely defined: “everyday life, immediate environment, home and 
school; age-appropriate songs, nursery rhymes, and games; key general information on 
the target language’s culture and language region” (NCC 2004: 138). 
 
The NCC 2016 guidelines for ELL A1 FL are as follows:  
The first foreign language usually starts in the 3rd grade but the instruction of A-language 
(long syllabus) can begin before the 3rd grade. In this case the curriculum of the A syllabus is 
followed taking the age of the pupils in consideration. The student is preliminary acquainted 
with English or other language. This is referred as language showering. The basics of the 
language are learned through songs, games, play and exercise. The themes are chosen 
together with the pupils from areas that interest them. The teaching can occur alongside other 
lessons, part of larger diversified learning entities or special lessons or short sessions can be 
allocated. Language showering can also take place on higher grades (NCC 2016: 127-
128 own translation).  
There are two major differences between the old NCC (2004) and new NCC (2016). 
Firstly – the term language showering is used to describe form of instruction in the new 
NCC, whereas it is not mentioned in the old NCC. Secondly the new NCC discusses the 
different ways the teaching can take place – within the lessons of other subjects; part of 
larger entities, separate lessons or “short sessions”. The first one – within the lessons of 
other subjects is slightly unclear, whether it means CLIL instruction or the language 
instruction incorporates the theme of the other subject, for instance animals (biology) or 
mountains (geography). Separate lessons can be taught by a subject teacher or class 
teacher. The other forms by class teacher alone or with a subject teacher. The objectives 
and contents are defined more in the old NCC (2004). Both mention using songs, games 
and play in teaching, but the old NCC (2004) mentions them in contents and the new 
NCC (2016) as means of instruction and typical activities used. Language showering is 
discussed in detail section 3.2.1. I will refer to ‘language shower’ as opposed to 
showering as in the original Finnish NCC (2016) it is called “kielisuihku” (language 
shower) instead of “kielisuihkutus” (language showering). 
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The guidelines for standard A1 EFL beginning on the 3rd grade are more extensive and 
they are presented and discussed below. 
The NCC 2004 for 3rd grade FL A1:  
 The task of the instruction is to accustom the pupil to communicating in the foreign 
 language in very concrete, personally immediate situations, at first orally for the most 
 part, then gradually increasing the written communication. The pupil is to realize that 
 languages and cultures are different, but not different in value. The pupil must develop 
 good language study habits. (NCC 2004: 139) 
The objectives are set in much greater detail than for the ELL for grades 1-2. They are 
divided in language proficiency, cultural skills and learning strategies. The core contents 
are first discussed generally by themes such as language regions, home and family, 
school environment, rural and urban living, leisure-time functions, doing business L1 and 
L2 culture (NCC 2004: 140). Structures on the other hand are discussed generally, 
whereas communication strategies are described more extensively. In the end there is a 
“description of good performance at the end of the sixth grade”. The demands for English 
are higher than for other FLs. The Common European Framework of Reference is used to 
describe language proficiency. It is divided in four skills: “listening comprehension: A2.1 
Initial phase of basic language proficiency, speech: A1.3 Functional elementary language 
proficiency, text comprehension: A2.1 Initial phase of basic language proficiency and 
writing: A1.3 Functional elementary language proficiency”.  
As the data is collected during the old NCC (2004) the new NCC (2016) for third grade is 
not discussed as extensively here. The main themes/objectives in the new NCC (2016: 
220) are: International exchange and influencing globally; exploiting opportunities 
brought by IT in creating authentic communication settings; taking advantage of the out 
of school usage of English; natural and meaningful language use; working in groups and 
pairs in different kinds of learning environments; cooperation among teachers; using 




3 Teaching approaches, methods and procedures in Early 
English language learning 
 
In this chapter I first (in section 3.1) present and discuss the previous studies done on 
ELL in Finland, Europe and worldwide. Every country has a unique educational context, 
though there are some common frameworks used within Europe. Countries that have 
some other L1 than English tend to teach foreign languages from an early age, and 
English is by far the most common FL. Even within countries there are big differences 
between different cities and between schools. In the rest of the sections I cover the most 
important teaching approaches and methods used in ELL in Finland. In section 3.2 I write 
about Communicative Language Teaching, which is the main teaching approach 
currently used in Finland. In the subsection 3.2.1 I discuss Language shower, which is the 
set of procedures most commonly used in ELL in general and in my data. In section 3.3 I 
examine Total physical response (TPR) method, which is still partly used in teaching 
ELL in general and mentioned in the school curriculum of school B as a method to be 
utilized in ELL. Finally in section 3.4 I will briefly define The Audiolingual Method, 
because one Audiolingual drill, namely repetition, is frequently used in the data. The 
length of the sections also reflects the importance in connection to the data of the thesis. 
 
3.1 Previous studies on early English language learning 
 
Research on ELL in Finland is scarce, particularly classroom observation studies. Most 
publications are ELL teaching guidebooks for example (Keaveney & Lundberg: 2014) or 
contain recommendations based on previous studies without new empirical data. More 
studies have been done in other European countries and around the world, but 
observation studies are rare (Nikolov 2009). What constitutes as ELL in different 
contexts also varies – in the Finnish context it means beginning English in first or second 
grade instead of the standard EFL starting time in the third grade. In other countries ELL 
can simply mean beginning FL in elementary school as opposed to adolescence or 
adulthood.  Here I will present the most relevant ELL (for ages 6-8 in elementary school) 




Sokka-Meaney (1995: 177-194) reports about an ELL project carried out in Joensuu 
1992-1995, where they began A1 early English language teaching with 2 hours a week 
and a partial English immersion instruction (with approximately 25% of instruction in 
English). The latter could be called CLIL, though this definition is not used in the article. 
Pupils were divided into two groups, beginners with no prior knowledge of English 
(group F) and pupils, who had background knowledge in English (group E) (ibid.). To 
form full groups, some beginners were also placed in group F. Group E received the 
partial English immersion instruction. In group E, English was integrated with handicraft, 
having handicraft classes completely in English. In addition some projects lasting a day 
were completed in English and some math lessons were integrated with English. Also 
group F had some handicraft lessons in English. In school events both groups performed 
in English. Group E did bigger performances such as the Christmas Gospel. In both 
groups the weekly themes were generally chosen in concurrence with the themes of the 
other subjects (ibid.).   
 
The article covers the methodology and teaching materials used during the experiment. 
After two years they tested the pupils on their learning results in four different 
dimensions of their language skills - listening comprehension, reading comprehension 
(only E group with one pupil from F group) and writing a composition (only group E) 
and reading out loud (only E group) (ibid.). Only very cautious conclusions can be drawn 
from the tests. The most important finding was the amount of L2 input (hours of 
instruction in English) was more important than previous experience (ibid.).  
 
The activities used included games, songs, play, handicraft as mentioned above, arts & 
crafts, projects, memorizing and imitating (Sokka-Meaney 1995:181-184). The teacher 
used a lot of nonverbal communication and concrete and illustrative visual aids. Pupils 
also help each other in understanding what is being said in English and how to complete a 
task or behave in an activity. The teaching materials were a schoolbook, teacher’s 
sourcebooks, games, pictures, books, recording, videotapes, theme based material 
packages and dictionaries, made by pupils, which develop over time (ibid.). Sokka-
Meaney (1995: 177-194) concludes that pupils seem to benefit from starting English 
earlier, but admits that age is not the only factor in acquiring language proficiency. 
Sokka-Meaney (1995: 190) intends to perform a new study when these pupils (who have 
begun English in the1st grade) have reached the end of their 6th grade and compare their 
results with pupils who have begun English in the 3rd grade. She aims at finding out 
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whether the pupils have benefitted from the longer studying time. On the basis of Sokka-
Meaney ‘s study it yet remains unproven that earlier start is beneficial. 
 
Nikolov (2009: 9-27) has conducted an extensive literature review on various topics 
related to ELL. On the topic of affective domain Nikolov (2009: 17) says young learners 
have positive attitude towards language, they have less anxiety than older learners and 
they are more motivated. Nikolov (2009: 21) stresses how important classroom 
observation studies on ELL are to discover how objectives and ELL conventions are 
actually executed. She believes the methodology used in ELL ought to be researched 
more extensively. Nikolov (2009:21) also thinks that as ELL becomes more common, the 
objectives will be specified more and achievement demands will be higher. 
  
Edelenbos and Kubanek (2009: 54) define principles that are related to ELL - recurring 
exposure to the target language; taking into consideration pupils’ different learning styles 
and strategies; offering purposeful contexts and themes; comprehension skills are 
required before producing language; “holistic language learning; … a visual approach 
and multisensory learning”; age appropriate and utilizing pupils’ natural physical 
prerequisites. Edelenbos and Kubanek (2009: 54) further determine ELL unique 
principles “(1) more comprehension than production; (2) a positive motivation to 
learning; (3) training of the ear; (4) training of pronunciation; and (5) explanation, and 
practice in noticing the relationship between phonemes and graphemes of the other 
language and in comparison to the mother tongue.” 
 
Inbar-Lourie and Sohamy  (2009: 89-92) compared the effectiveness of two ELL 
teaching models - that of an EFL subject teacher and class teacher, teaching English to 
first graders (6-7 year olds). The subject teacher only taught English and the class teacher 
integrated English with other subjects such as L1 literacy, math, science, arts & crafts and 
music. The two models were compared in the following dimensions: pupils’ 
achievements, attitudes, pupils’ self-assessment and teaching methods. They tested pupils 
from both groups (subject teacher’s pupils vs. class teacher’s pupils) in listening 
comprehension and oral production. Achievement test topics corresponded to the 
curricula topics such as “numbers, colors, family, familiar objects and animals” (Inbar-
Lourie and Sohamy 2009: 89).  The subject teachers’ pupils performed better in these 
traditional assessment tests, but the tests did not measure the language and content 
integration skills the class teachers’ pupils posses (Inbar-Lourie and Sohamy  2009: 89-
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93). This lead them to develop new assessment tests aimed at CLIL achievement - 
integrating content and language in the tests with varying school subjects. Inbar-Lourie 
and Sohamy  (2009: 89-92) used the term “the embedding model” instead of CLIL.  
 
(Muños 2009: 141) studied the “Input and long-term effects of early learning in a formal 
setting.” She claims that intensity of input is more important than an extended period of 
time of input (Muños 2009: 154). Young learners cannot utilize their full potential of age 
related learning mechanisms without an intense exposure to target language. 
“Conversely, if input is distributed in very small doses separated by long stretches of time 
retrieval and use will be less efficient, because traces of form-meaning mappings will not 
be available in working memory and progress in learning will be comparatively 
deficient” (Muños 2009: 154). 
 
Kasai  (2009: 161) studied the “English /l/ and /r/ acquisition by Japanese children and 
adults”. These are sounds that do not exist in Japanese. Kasai (2009: 161-196) discovered 
that children were more successful in acquiring the correct pronunciation of /l/ and /r/ 
than adults. Therefore Kasai (2009: 196) concludes that if one aims at attaining native-
like pronunciation beginning language studies at an early age is beneficial. 
 
The only master’s thesis on ELL done in the University of Helsinki is by Sortes (2006) 
English in the first grade? Early second language learning in Finland. She examines the 
curricula of four Finnish elementary schools and aims at discovering how common early 
language learning is, what kind of instruction is available and what type of emphasis 
schools have written down in the curricula regarding the teaching contents, methods and 
objectives (Sortes 2006: 1-3). Sortes (2006: 25-49) concludes that there are significant 
differences in ELL instruction between different cities. English is the most common 
language of instruction of ELL. The level of detail in curricula also varies between 
schools. The contents, methods and objectives vary greatly based on the form of 
instruction. Nevertheless the main policies follow the guidelines of the national board of 
education (Sortes 2006: 49). 
 
In Finland the University of Jyväskylä is at the forefront of applied linguistics in English 
with unique language and teacher training and a research center – “The Centre for 
Applied Language Studies (CALS) is a national expert unit specialized in studying the 
goals, practices and policies of language education” (University of Jyväskylä 2017). 
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From the perspective of ELL the most intriguing study program is the JULIET program 
“(The Jyväskylä University Language Integration and English Teaching Programme)”, 
which is a 35 credit optional minor, where class teacher students specialize in teaching 
English in elementary school to grades one to six (Pihko & Bursiewicz 2012: 1).  The 
program trains the students to teach English and to teach different subjects partially in 
English (CLIL-instruction).  
 
For the aforementioned reasons, a lot of theses have been written on language showering 
and CLIL instruction in elementary schools. The most relevant one from the perspective 
of my thesis is Leppänen & Hanne’s (2013) thesis on the means to improve 
comprehension on CLIL instruction. They approach the topic through the perspective of 
ELL and one section is dedicated to covering ELL in Finland, but the actual findings 
relate more to CLIL than to ELL. Sainio (2013) has created a material package for 
English language showering targeted at ELL language clubs. Pynnönen (2013) has 
examined “Finnish preschool children’s experiences of an English language shower”. 
Miettinen (2013) has examined how language shower can diversify language choices 
through motivation in elementary school. Turja (2008) has done a thesis on ELL, looking 
at the possibilities and challenges of early English language teaching. As it is only 
available at the University of Jyväskylä library, not electronically, I am unable to discuss 
its findings. 
 
The Ellie project examined early language learning in Europe between the years 2006-
2010 (2006-7 a one year scoping study). Countries included in the research were 
England, Italy, Netherlands, Poland, Spain, Sweden and Croatia (Enever ed. 2011: 12) In 
all of the Ellie schools the starting age is seven or less (ibid.). The ELL teacher is 
considered to be one of the most influential factors affecting language achievement 
(Enever ed. 2011: 5-10, 25-27; Lopriore and Krikhaar in Enever 2011 64; Tragant 
Mestres and Lundberg in Enever 2011: 81). This is cut down to teacher as a role model 
for oral exposure, boosting language self-confidence and motivation (ibid.).  
After four years of studying FL the average ELLiE pupil has reached A1 level in oral and 
aural skills (Szpotowicz and Lindgren in Enever 2011: 142). In addition pupil’s 
vocabulary and FL language complexity have improved significantly (ibid.). A variety of 
factors, including motivation, teachers, parents and exposure, affect young learners’ FL 
achievement (ibid.).  Most pupils begin FLL with a very positive attitude (Enever ed. 
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2011: 5-7). The social inhibitors and the change in attitudes are more prevalent at the age 
of 10-11 years than at seven to eight years (ibid.).  
The expensiveness and scarcity of suitable teaching materials for this age group hinders 
the efficiency of the teachers (Enever 2011: 28-29). Materials used vary from the more 
traditional course books, to online databases of texts, games, songs and video clips 
available to download directly to the IWB = interactive whiteboard in the classroom 
(ibid.). In countries where ELL is mandatory and part of the national curriculum, the FL 
program is well planned and unified (ibid.). 
 
3.2 Communicative Language Teaching 
 
I am discussing communicative language teaching (CLT), because CLT can be seen as a 
driving force behind national EFL/ESL education, as it is the underlying approach in the 
definitions of language teaching in the national core curriculum (NCC 2004, NCC 2016). 
Early English language learning prepares pupils for the more systematical English studies 
that begin in the 3rd grade. CLT is the default approach used from 3rd grade onwards, and 
in this study I compare ELL with 3rd grade instruction. It is therefore important to 
understand the premise of CLT and especially examine the activity types and teaching 
material typical of CLT. According to my personal experience and understanding, CLT is 
the primary approach taught to language teachers in Finnish universities, and it is 
assumed that new FL teachers use CLT (in its various forms) in their instruction.  
 
According to Richards & Rodgers (2014: 105), Communicative Language Teaching is 
seen as an approach instead of as a method. It consists of different principles that have a 
communicative take on language and language learning (ibid.). Therefore it is utilized in 
connection to multiple teaching procedures. Among these principles are the following 
sentiments. Language is learned by authentic and purposeful communication; fluency is 
seen as a vital aspect of communication; different language skills are required in 
successful communication; language is learned creatively through trying and accepting 
mistakes as part of the process. (Richards & Rodgers 2014: 105).  
 
Hymes’s (1972) notion of communicative competence defined the skills required for a 
speaker to be communicatively competent in a speech community (Hymes 1972). As 
communicative competence is still, to this day, the aim of CLT, it is important to 
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understand what it refers to. Canale and Swain (1980: 29-31) divided communicative 
competence into three dimensions: grammatical competence, sociolinguistic competence, 
which includes sociocultural rules and discourse rules, and strategic competence. These 
different competence areas are taken into account when planning lessons – what 
competence areas does a given activity aim at practicing and improving.  
 
There are many versions and extensions of CLT but the common denominator is the 
focus on regaining a communicative goal, instead of a control of structure. This is 
reflected in the planning of the syllabus, the use of materials, lesson activities, techniques 
and guiding teacher and student roles and behaviors (Richards and Rodgers 2014: 87). In 
CLT communicative acts are used from the beginning, instead of delaying them until 
after the students master the forms of language after practicing structures through 
rigorous exercises (ibid.). The Common European Framework of Reference is currently 
used widely to define the learning objectives of a communicative course.  
 
In CLT, activities focus on (imitating or using) real life communication (Richards & 
Rodgers 2014: 95-96). Students are given the chance to experiment and try out what they 
know, including producing errors and hence the teacher needs to tolerate errors (ibid.). 
The activities also offer chances for the students to progress both accuracy and fluency, 
by connecting the four skills - speaking, listening, reading, and writing together, as they 
commonly occur together in the real world. Successful activities allow students to induce 
or discover grammar rules themselves (ibid.). Fluency activities concentrate on natural 
use of language; communication occurs through negotiation of meaning; language use is 
purposeful and interlocutors apply communication strategies (Richards & Rodgers 2014: 
96-97). Speakers produce unpredictable language and language use is linked to context. 
Fluency activities can be compared with accuracy activities, which concentrate on 
producing correct language samples (ibid.). 
 
Accuracy activities, on the other hand, concentrate on language use in a classroom 
setting. They include formatting correct language examples, which are out of context and 
are small samples of language. Accuracy exercises do not demand meaningful 
communication and the choice of language is controlled (Richards and Rodgers 2014: 96-
97) Fluency and accuracy activities have to be in balance and fluency activities are to 
come first and accuracy activities are used when needed to support the learning based on 




Littlewood (1981) distinguishes between “functional communication activities” and 
“social interaction activities” as the most significant activity types in CLT. Examples of 
functional communication activities include tasks where students compare pictures 
paying attention to differences and similarities, trying to figure out the most probable 
order of events; searching for missing components in a map or picture (Richards and 
Rodgers 2014: 96). Social interaction activities include, dialogues and role-plays with a 
pair or in a group, imitating real life situations, sketches improvisations and debates 
(ibid.).  
 
CLT is a more student-centered approach than the earlier teaching methods such as 
Audiolingual method (Richards & Rodgers 2014: 97). Student-centered teaching is 
realized by using group work and pair work for instance with information gap activities, 
where students have to negotiate to get information they do not possess. Activity types 
commonly used in CLT include: 
• “JIG-SAW activities” where groups have different parts of information that is 
required in order to complete an activity. 
• “Task-Completion activities” where students complete puzzles, play games, read 
maps, and do other types of tasks where the emphasis is on utilizing the student’s 
language skills to finish the given task. 
• “Information-gathering activities” 
• “Opinion-sharing activities” 
• “Information-transfer activities. Taking information that is presented in one form 
and representing it in a different form” (Richards & Rodgers 2014: 97). 
• “Reasoning gap activities” - for example figuring out a teacher’s schedule based 
on the class schedules. 
• “Role-plays” (ibid.) 
Using a lot of group and pair work means that the learners’ role is to take part in activities 
where they have to cooperate with others instead of working individually and competing 
against each other (Richards & Rodgers 2014: 97-98). This means pupils interact mainly 
with each other and listen to their peers more than to the teacher for language model, and 
error correction is avoided. The classroom arrangement is unconventional to foster 




With student-centered teaching, the teacher’s role is that of facilitator and monitor 
(Richards & Rodgers 2014: 98). The CLT teacher plans a course/lesson according the 
students’ needs working as a needs analyst (Richards & Rodgers 2014: 99). The teacher 
organizes the classroom setting to foster communicative activities and interactivity 
(ibid.). While the students are engaging in an activity, the teacher supervises, encourages 
and restrains from supplying vocabulary, grammar items and strategies. The teacher takes 
notes of any issues students might have in order to comment on the issues later and 
develops separate communicative activities to practice in problem areas. 
 
Richards and Rodgers (2014: 100) consider instructional materials to have an important 
role in advancing communicative language use. They divide materials presently used into 
four different groups:  text-based, task-based, realia-based, and technology-supported 
materials. Text-based materials include visual clues, pictures, and sentence pieces to 
commence conversation. More recent courses contain an assimilated syllabus drawing on 
the Common Framework of Reference (Richards & Rodgers 2014: 100).  
Different kind of games, role-plays, simulations, and task-based communication activities 
are often used in CLT (ibid.). For these activities Task-Based materials, such as exercise 
handbooks, cue cards, activity cards, pair-communication practice materials, and student-
interaction practice booklets, are used. Many advocates of CLT favor realia-based 
materials, which means authentic, real life materials in the classroom such as signs, 
magazines, advertisements, newspapers, maps, pictures, symbols, graphs, and charts to 
use for communicative activities (Richards & Rodgers 2014: 101). 
 
.Unfortunately, the classroom environment is often a too artificial context for authentic 
communication to occur. Technology- supported materials provide chances for accessing 
authentic language input, which connects texts, images, audio, and video (Richards & 
Rodgers 2014: 101). Chat rooms, discussion boards, teleconferencing, online game 
rooms, social media and IWB software are tools that may be utilized to promote authentic 
interaction. Themes, topics, functions, and activities in an exercise book can be 
developed with continuance activities in the IT classroom or computers in the regular 
classroom or at home, where students use authentic examples of the interactions they 
exercised in the classroom. 
 
Communicative Language Teaching has also received its share of criticism. Higgs and 
Clifford (1982 as cited in Richards and Rodgers 2014: 103-104) claim it promotes 
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fossilization, meaning that students continue to have errors, because too much emphasis 
has been put to communicative fluency at the expense of accuracy. Even though CLT 
aims at developing both communicative and linguistic competence, in reality this goal is 
not always met. Especially at early stages of learning, students often gain fluency at the 
expense of accuracy (ibid.).  
 
3.2.1 Language shower 
 
According to Kangasvieri, Miettinen, Palviainen, Saarinen and Ala-Vähälä (2012, 20) 
only target language is used in language shower (kielisuihku) teaching. The focus is on 
practicing speaking skills and no content objectives have been set, instead the aim is to 
get the pupils excited about the language and to create a positive attitude towards foreign 
languages (ibid.) Language showering (kielisuihkutus) on the other hand refers to short 
sessions that are held in a foreign language (Bärlund 2012: 1; Kangasvieri et al. 2012: 
20). Immersion occurs in one language but in language showering both the target 
language and mother tongue is in use (Bärlund 2012: 1). Ideally language showering is 
given without the child paying attention to it and it is given among daily chores and 
routines. It is not dependent on time or place and it is not a requirement for the teacher to 
be a FL subject teacher (ibid.). Language showering can also be given by any 
multilingual person (ibid.). The aim is to encourage the child to get acquainted with 
foreign cultures through songs, plays, games and joint activities (ibid.). Originally 
language showering was created to revitalize less popular languages in the Finnish 
schools (ibid.). The term is best known from the national Kielitivoli project. 
 
Laurén (2000: 159-165) discusses how to adapt immersion in elementary school’s first 
grade Swedish education, where only one hour per week was allocated to Swedish 
lessons, but he does not give this form of teaching any specific term. Nevertheless the 
action that he describes falls well under the concept of language shower and early 
language learning. In Laurén’s (2000: 159-165) study one teacher had only one language 
role with the pupils – the teacher spoke only Swedish. The teaching material was in 
Swedish – text, books, pictures and objects that was connected with a Swedish text, there 
were no ready made teaching materials. The pupils could not read or write in their mother 
tongue when they began Swedish, thus a different starting point than when foreign 




The instruction was begun with teaching spoken language, which aimed at understanding 
and producing speech (ibid.). Typical activities were, games, songs + movements, 
rhymes, fairytales + puppets, watching videos; new songs were presented with flash 
cards; simple conversation exercises in a circle with ready made phrases; answering in 
chorus, written exercises + drawing in a notebook – instructions being suitable to the 
pupil’s language skills. The objective was to get pupils acquainted with the Swedish 
language and to make speaking Swedish fun. The teacher creates situations, where 
children learn how to use complete phrases, which makes it easy to acquire active 
language use (ibid.). The lessons covered familiar topics and current themes. The aim 
was for the pupils to start using Swedish as soon as it feels natural. Grammar mistakes 
were not corrected, positive feedback was given and expressions and gestures were 
utilized (Laurén 2000: 159-165). 
 
Nikula and Marsh (1997: 7) and Tella and Mustaparta (1999:13) think the terminology 
related to foreign language teaching (FLT) is heterogeneous, because research area is 
wide and the terminology has not stabilized. Mustaparta and Tella (1999: 13) mention 
language shower briefly, but they do not define it. Nikula and Marsh (1997; 24-25, 83) 
discuss language showering, but it remains unclear whether they consider language 
showering to be synonym with for language shower.  
 
According to Nikula and Marsh (1997: 25) language showering does not have content 
objectives and they believe language showering to differ from actual language teaching. 
They argue that language showering would not be early language learning. They think 
language showering differs from language teaching in the sense that language showering 
is held solely in the target language. This to me is a puzzling statement, as I do not see 
why using L1 should be a prerequisite to formal language teaching. Also as Bärlund 
(2012: 1) stated above, also mother tongue can be used during language showering. 
Nikula and Marsh (1997: 25) further argue that as language showering concentrates on 
meaningful interaction without paying attention to the formal aspects of language such as 
orthography, it cannot be considered as actual language teaching. This expectation of 
accuracy activities in all language teaching regardless of the age group, seems rigid and 
peculiar, especially from the perspective of CLT.  
 
Nikula and Marsh (1997: 25) conclude that language showering is teaching without 
pencils and books, where the main focus is on speaking. Nikula and Marsh’s claim is in 
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contradiction with the new NCC (2014: 127) description of ELL as language shower is 
specifically the term used to describe early English language learning in the new. See 
further description of NCC (2014) in section 2.3. On the other hand the way Nikula and 
Marsh (1997:25) describe the objective of language showering corresponds well with the 
objective presented in NCC (2014: 127). Nikula and Marsh (1997: 25) say that the aim of 
language showering is to raise the pupils’ interest towards a foreign language and offer 
them experiences of succeeding while they are using the foreign language. 
 
In the research schools of Nikula and Marsh (1997: 83-85) the pupils who had 
participated in language showering performed better in start of the formal language 
instruction (3rd grade), especially from the perspective of pronunciation and speaking 
readiness. Pupils’ attitudes were also positive and they spread the positive attitude around 
the classroom (ibid.). Nevertheless Nikula and Marsh (1997: 83-85) argue that language 
instruction should begin in the normal manner, because pupils do not have better 
knowledge on the formal aspects of language than pupils who have not attended language 
showering. They also do not consider pupils who have participated in language 
showering to be ready to take part in content teaching (of other subjects) in English, 
meaning CLIL programs.  
 
Two other schools - Syväkankaan alakoulu, Kemi (Syväkangas’s elementary school, 
Kemi) and Sääksjärven koulu, Lempäälä  (Sääksjärvi’s school, Lempäälä) have tried 
different variations of language shower and they have reported on their procedures, views 
and experiences (Yle April 7th 2015; Backlund-Palander 2010). In Syväkangas’s 
elementary school language shower has been given in the form of play, songs, learning 
by doing and speaking (Yle April 7th 2015). The aim has been to motivate pupils and 
lower the threshold to begin a new language (ibid.). In Sääksjärvi school language 
shower is more structured than in Syväkangas. Language shower instruction has been 
allocated to a specified time and space with 3x45min/week (Backlund-Palander 2010). In 
the language shower of Sääksjärvi languages are not mixed or translated, which is why it 
fits the model presented earlier by Laurén (2000:159-165). Backlund-Palander (2010) 
states that in their language shower model language is learned through interaction. 
Backlund-Palander (2010) believes that as a result of language shower, pupils ability to 




Language shower is a wavering term and in different contexts it has a different meaning. 
In practice language shower is often used as a synonym for language showering and 
language drizzling, sometimes even for language-enriched instruction. There are more 
master’s theses on language showering than on language shower, but in master theses 
done in English language shower is equated with all the terms language shower, 
showering and drizzling. In this study I use the term language shower, as that is the term 
used in NCC (2014). 
 
3.3. Total physical response  
 
Total Physical Response (TPR) was mentioned as one of the teaching methods in the 
curriculum of school B, Helsinki in the data of this research. Therefore it is necessary to 
discuss TPR to see what it entails, what kind of activities and principles are typical to it. 
In general I believe a modified version of TPR would suit well as one of the methods 
used in ELL. TPR integrates speech and action, in other words, the aim is teaching 
language through physical (motor) activity (Richards & Rodgers 2014: 277). It was 
created by James Asher, a professor of psychology. It has taken influences from 
developmental psychology, learning theory, and humanistic pedagogy, and Harold and 
Dorothy Palmer’s (1925 as cited in Richards & Rodgers 2014: 277) teaching procedures. 
TPR stems from a psychology theory - the “trace theory” of memory (e.g. Katona 1940), 
which claims that the more frequently or more exhaustively a memory link is traced, the 
more powerful the mental connection will be and the more likely it can be remembered 
(Richards & Rodgers 2014: 277). Retracing the memory can be achieved through oral 
drills or connecting to motor activity. Thus activities that combine oral drills with motor 
activity could improve the likelihood of effective remembrance.  
 
Asher (1977: 1-4) compares adult and children’s second language learning to a child’s 
first language acquisition process, where the child first reacts physically to the parents’ 
verbal commands without actually speaking him/herself. Asher believes the process of 
mother tongue acquisition should be copied in second language learning. Asher thinks 
stress influences language learning negatively and emphasizes the significance of positive 




Asher (1977: 4) believes using imperatives efficiently teaches vocabulary and 
grammatical structures.  He thinks abstract language should be taught after the student 
has formed a careful cognitive map of the target language and that abstract concepts are 
not prerequisites to decoding grammatical structures. After the students have learned the 
code, abstract forms may be presented and described in the target language (Asher 
1977:11-12).  TPR stems from three learning hypotheses, which are: 1) People have a 
certain innate bio program for language learning that determines an ideal way for first 
and second language evolution. 2) Brain lateralization determines the various learning 
tasks taking place in the left- and right-brain hemispheres. 3) Stress is perceived as an 
affective filter, which interferes the learning process (Asher 1977).  
 
The ideology behind TPR is similar to the Natural Approach in seeing first and second 
language learning as parallel processes (Richards & Rodgers 2014: 279). According to 
the bio program three processes are vital (Asher 1977). 1) Before children can speak, 
they can understand complicated phrases, which they cannot reproduce. Asher supposes 
that amidst this listening phase, the child or learner could be producing a cerebral 
“blueprint” of the language, which enables speech later on. 2) The reason children 
acquire listening comprehension skills, is that they can physically respond to their 
parents’ verbal commands. 3) After the basis for listening comprehension has been laid, 
speech will be produced spontaneously and easily (ibid.). Foreign language learning 
should follow this same pattern where the learner first forms a cognitive map of the 
foreign language with listening exercises and alongside physical movement. Speaking 
and other linguistic production ought to come into picture later on (ibid.). 
 
With regards to the Brain lateralization TPR aims to activate the right-brain learning 
unlike other second language teaching methods, which aim at the left-brain learning 
(Asher 1977). Asher thinks a child starts acquiring language through motor movement, 
which takes place in the right-hemisphere. He further believes that activities in the right 
hemisphere have to take place before the left hemisphere is able to process language to 
actually produce utterances.  
 
The basic aim of TPR is to require oral proficiency in elementary level (Richards & 
Rodgers 2014: 280). Conversations are postponed until after approximately 120 hours of 
teaching (ibid.). The syllabus used in TPR is sentence-based, where the teachable items 
are based on lexical and grammatical criteria, but meaning comes before the form the 
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grammar is taught inductively (Richards & Rodgers 2014: 281). The grammatical 
structures and lexical items are not chosen based on how likely they are needed in target 
language communication but based on how feasible they are in the classroom setting and 
how easily they can be learned (ibid.). This to me seems to be in contradiction with the 
principles of CLT, where the underlying principle in everything is being able to 
communicate in FL in real life. I understand this from practicality point of view and 
lowering stress and increasing comfort, but if the classroom activities do not in any way 
correspond to real life situation outside the classroom, it is hardly motivating or fruitful.  
 
Asher (1977:42) believes that if students do not learn an element quickly, it indicates that 
they are not ripe for that element. Teacher ought to pull it back and give it another try 
later (ibid.). It is not Asher’s (1977: 28) belief that a teacher should only use TPR during 
a course, but a variety of teaching procedures is important. The core of TPR activities are 
imperative drills for the first 120 hours of teaching. Usually they are carried out to 
implement physical movements (Richards& Rodgers 2014: 281). Asher (1977:95) 
justifies this with the claim that real life discussions are very abstract and detached, thus 
to comprehend these conversations one must have a good knowledge of the target 
language. On the other hand role-plays are also common activities (Richards& Rodgers 
2014: 281). They imitate real life (customer service) situations with simpler language, for 
example taking place in stores, cafés and restaurants (ibid.). These kind of role plays are 
similar to those used in CLT. TPR also uses slide presentations to offer a visual backdrop 
for teacher’s description, which is accompanied by directives and questions. The oral 
drills can be followed by reading and writing activities, which emphasize on structures 
and lexical items (Richards& Rodgers 2014: 282).  
 
In TPR lessons students mainly listen to commands and respond through movements and 
actions either individually or as a group (ibid.). Students do not have much say in the 
contents of the lessons as the teacher decides on the contents and how it is taught, when 
following imperative-based TPR formula (ibid.). Even the interaction between students is 
teacher initiated and guided (Asher 1977: 47).  
 
TPR does not rely on any textbooks/course books, but after the first stages use realia and 
other materials, including published resources (Richards & Rodgers 2014: 283). Asher 
(1977: 28) says that after the early stages the ideal setting for a classroom is to have so 
called movie sets where different role-plays take place, for instance a living room, a 
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kitchen, a restaurant or a grocery store. For this purpose Asher has created TPR student 
kits that help create certain situations such as mentioned above (Richards & Rodgers 
2014: 283). 
 
The effectiveness of TPR has not been empirically proven and the experiments that have 
been conducted have only involved the early stages of learning (Richards & Rodgers 
2014: 286). Supporters of CLT challenge the purposefulness of TPR in relation to 
requirements of real life language use (ibid.). Nowadays activities typical of TPR are 
utilized in training teachers of early education, but generally not using Asher’s theoretical 
base to justify TPR (ibid.). Thus TPR activities can be useful for other reasons besides 
the ones Asher has suggested and may not require committing to TPR’s theoretical 
justifications (ibid.). Teaching language through exercise, physical education or songs 
that incorporate body movements such as “head, shoulders, knees and toes”, “if you are 
happy and you know it”, “hokey pokey” etc. or games such as “Simon says” is a current 
way of using TPR style activities. Even though Asher meant TPR for both adults and 
children, TPR to me seems to suit teaching FL to children in their early stages better than 
teaching adults. 
 
3.4 The Audiolingual Method 
 
This section will be discussed briefly as only a small fraction of Audiolingual method is 
represented in the data. Audiolingualism is based on the theory of language called 
structural linguistics (Richards & Rodgers 2014: 62-63). The theory of learning 
underlying Audiolingualism is behaviorism, which studies human behavior through 
empirical data (ibid.). According to behaviorism the learning process includes three 
stages: stimulus, response and reinforcement (ibid.). It is a structure-based method, where 
a linguistic syllabus describes the core components of phonology, morphology and syntax 
in the order they are presented in the teaching. Vocabulary is also predesigned in a 
separate syllabus. The teaching begins with listening and speaking. Reading and writing 
come in much later stages with the structures and vocabulary the students have already 
practiced orally. 
 
Dialogues and drills are at the core of the Audiolingual lessons (Richards & Rodgers 
2014: 66.-69). The different kinds of drills are: repetition, inflection, replacement, 
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restatement, completion, transposition, contradiction, transformation, integration, 
rejoinder and restoration (ibid.). The only Audiolingual drill used in the ELL lessons 
observed was repetition. It was either a separate activity or implemented in the 
preparation of a game or play. In a repetition drill students repeat an utterance right after 
s/he hears it without the help of a text (ibid.). 
 
Students do not have a say in the contents of instruction they simply react to stimuli. 
Student initiative is not welcomed in the fear of errors in production (Richards and 
Rodgers 2014: 69). Audiolingualism is a very teacher-centered method, where the teacher 
controls everything occurring in the lesson. If learning is unsuccessful, the fault is 
believed to be in the implementation of the method or in the student’s lack of 
memorization, not in the method itself (ibid.) These roles are reflected in the teaching 
materials as well, as only the teacher has a teacher’s book, students do not have a book or 
other material in the early stages (Richards and Rodgers 2014: 70-71). Later, if the 
students receive a book or other written material, it includes the dialogues and cues for 
drills and exercises. Surprisingly the use of L1 or translation is not encouraged. Also 
vocabulary is studied only in context, not in isolation (ibid.). 	  
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4 Data and Methodology 
 
In this chapter I discuss the data and methodology of the thesis. In section 4.1 I describe 
and analyze the data collection methods. In section 4.2 I go through the data analysis 
procedures. In section 4.3 I present the limitations of the study and in section 4.4 I cover 
the ethical concerns. 
4.1 Data collection methods 	
This thesis is a qualitative, comparative, cross-sectional case study. I have used a two-
phased observation for first grade early English language learning lessons in one school 
in Espoo and single-phase observation in one school in Helsinki.  During the first phase 
in Espoo I used open, non-participant observation for one lesson (during one week) to 
prepare for the second phase, which was a semi-structured observation used for two 
lessons with two different groups during two weeks. Originally the observation was 
planned to be two phased in both schools, but due to delays in getting different permits 
from education departments, schools, parents and changes of school schedules, the 
observation time in the Helsinki school was cut down to a week, and therefore only 
(single phase) semi-structured observation was used. The decrease in observation weeks 
was compensated with more lessons in one week (with one group) than in the other 
school, and the total number of lessons observed actually exceeded the Espoo school. 
After the first semi-structured observation in Helsinki, small changes were made to the 
observation sheet. The need for these changes only occurred with the Helsinki school, 
and therefore the changes were not already made after the observations were completed 
in Espoo.  
Richards (2003: 144) describes open observation as follows: the aim of open 
observation is to obtain a general idea of the environment and of the activities taking 
place in the environment. He believes open observation is an important phase to complete 
before beginning structured observation, which is closed observation, where categories 
on a low-inference observation schedule are determined before the observation begins 
and activities and behavior are then marked on the schedule (Richards 2003: 145-148). 
He sees open observation and structured observation on a continuum, where in a 
qualitative research there is more flexibility in regards to the categories and labels and 
evaluation. In contrast (Dörnyei 2007: 179) thinks structured observation equals 
quantitative research.  
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I call my observation semi-structured, because my observation sheet was flexible, I used 
field notes in addition to describing the activities taking place and I supported the 
observations with video recording the classroom interaction between teacher and students 
and audio recording in Espoo and with audio recording in Helsinki. The copy of the 
observation sheet can be found in the appendices, appendix 2. The original was done with 
a wide excel sheet, that was printed on A3 paper. It included spaces after each activity 
types in case there were several activities of the same type, such as ‘playing games’. In 
order for the observation sheet to fit in the file type of the thesis, the extra spaces had to 
be removed. The observation sheet allowed me to concentrate on what was relevant in 
my research and to quickly mark down the most important elements of the lesson “live” - 
the moment they took place.  
The permission for the observation and recordings was asked from the guardians of the 
pupils and the teachers. The parents did not grant permission for video recording in 
Helsinki, therefore only audio recording was used. Guardians were briefly informed of 
the contents and purpose of the study alongside the permission form. All participants 
have and will remain anonymous throughout the study. After the observation phase was 
done, I did follow up interviews with the teachers with the questions that rose from the 
observation. The interview questions can be found in appendix 5 
I have compared the results from the 1st grade ELL observation and interviews with the 
results derived from the semi-structured observation of standard 3rd grade A1 English 
lessons during two weeks and teacher interview in one school in Helsinki. The parents of 
the third grade school in Helsinki did no allow to be video or audio recorded. Four 
(3rdgrade) lessons with two different groups were observed, but contents for the two 
groups were identical, therefore in the analysis section the groups are joined together but 
different lessons separated, resulting in the analysis of two lessons. If there were some 
minor differences between the two groups, it is mentioned in the activity 
descriptions/evaluation. The totals of school A and school B are presented in appendix 3 
and 4 respectively. 
I used a semi-structured interview with the teachers, but with flexibility during the 
interview to clarify some questions by additional explanation when the interviewee 
needed additional information/explanation to answer the questions. I also asked 
additional questions when necessary and sometimes the answers overlapped with 
previous answers. The interviews allowed me to ask about the teaching methods, 
approaches, procedures the teachers have used and what type of activities have they had 
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and what type of teaching aids and materials have been used. I could also find out about 
the teachers’ views on ELL teaching, objectives and resources. 
Dörnyei (1997:136) describes semi-structured interview as a compromise between 
structured interview and unstructured interview and says it is the most common interview 
form in qualitative research. Even though the interview questions are formed ahead of 
time the form is open-ended, and the interviewee is promoted to expand on the ideas in 
an experimental way (ibid.). The structure part comes from the interviewer giving help 
and orientation, but the interviewer is also interested in looking further into interesting 
issues that come up during the interview and to allow the interview to expand on some 
matters, which brings in the semi- part (ibid.). The semi-structured interview is applicable 
to situations where the researcher has a reasonable general picture of the phenomenon 
and can create broad questions about the subject matter prior to the interview (ibid.). The 
same basic questions are asked from all of the participants, but they do not necessarily 
have to come in the same order or wording and various additional questions can be asked 
of different respondents (ibid.). 
The sampling tactics used, fall best under “criterion sampling” and “convenience 
sampling” described in Dörynei (1997: 128-129). The sample size in this study is 
relatively small. Data collection was constrained by the low number of schools in 
Helsinki/Espoo that provide early English language learning in the first grade. Since 
observation during several weeks is time consuming, two schools for ELL and one school 
for standard 3rd grade EFL was deemed sufficient.  All feasible schools providing ELL 
were contacted and the schools chosen are the ones that gave a permission to perform the 
research. Dörnyei (1997: 27) defends smaller sample size in qualitative studies by saying 
individual stories with various interpretations matter, giving “meaning in the particular” 
and not aiming at a general explanations, conclusions about the whole population (all the 
schools).  
I would argue that different schools organize ELL differently and the national guidelines 
are so flexible that it is pointless to even try to capture the general picture. I am only able 
to comment on how ELL was organized in the chosen schools in that point in time. What 
the research does though is offer models for other schools considering offering ELL in 
their school and for the participant schools to critically examine their practices and 
improve teaching or provide more resources where necessary.  
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4.2 Data analysis procedures 
 
Dörnyei (2007: 244) divides analytical approaches into subjective intuition, where the 
researcher uses her intuition in a creative manner to analyze the data and formalized 
analytical procedures, where the researcher uses a systematic, bit-by-bit process to reveal 
covert significance.  I have used subjective intuition in this thesis. Dörnyei (2007: 244) 
says:  
 The main argument in favor of a primarily intuitive approach has to do with the inherent 
 importance attached to the subjective and reflexive involvement of the researcher in the 
 analysis…and the need to maintain a fluid and creative analytical position that is not 
 constrained by procedural traditions and that allows new theories to emerge freely.  
 
There is no consensus on how much structure can be used in this creative and fluid 
analysis (ibid.). Miles and Huberman (1994) claim that there are specific steps that need 
to be covered regardless of the approach taken and they are “data reduction”, “data 
display” and “ data interpretation”. I have followed these three stages in my thesis. 
Dörnyei (2007: 245) concludes that the biggest challenge is how to obtain “rigorous 
flexibility” or “disciplined artfulness”. 
 
When researchers do not want to use a certain methodology, they commonly use the term  
“qualitative content analysis” to describe the general qualitative analytical steps in order 
to create paradigms in the data (ibid.).  Content analysis was originally used in 
quantitative research, but it is not applied the same manner in qualitative research (ibid.).  
It is used without preexisting categories in qualitative research; instead categories are 
inductively deduced from the data (ibid.). Dörnyei (2007:246) calls qualitative content 
analysis “’latent level analysis’, because it concerns a second-level, interpretive analysis 
of the underlying deeper meaning of the data”. With these flexible definitions, I can say I 
have applied the latent level qualitative content analysis in my research. The observation 
form had preexisting categories, but they were flexible and if the activity/behavior did not 
fall under the categories, they were named and described during the observation. I have 
retrospectively defined the categories more precisely to match the activity types, which 
occurred in the observations and added new categories when necessary. I created tables 
that show which activities, teaching materials and aids were used, and which not, and 
from them I formed tables that only contain the activities, materials and aids that were 
actually used. I have used these tables to analyze the data and draw conclusions. See 
appendix 3 and 4. 
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Dörnyei (2007: 246) divides the analytical process in four phases:  
 a) transcribing the data, b) pre-coding and coding, c) growing ideas-memos, vignettes, 
 profiles, and other forms of data display, and d) interpreting the data and drawing 
 conclusions. 
 
I have followed this process in my study.  During data processing I focused on the 
teachers’ instructions and speech in transcribing the lessons. Student interactions were 
transcribed only when it was necessary in order to describe the activity samples of the 
interaction. The focus of this study was on the teaching, instead of learning, thus it is not 
necessary to transcribe and analyze all the student interaction. The teacher interviews 
were transcribed fully and no preexisting codes or categories existed for them. The 
questions were the same for the two of the schools providing Early English language 
learning, but naturally slightly different for the teacher of the 3rd grade classes. 
 
4.3 Limitations of the study 
 
I examine the limitations of the study through the lens of reliability, validity and 
trustworthiness. Silverman (2005: 224) describes reliability as “the degree of consistency 
with which instances are assigned to the same category by different observers or by the 
same observer on different occasions.” Replication is difficult to achieve in qualitative 
research, which is inherently subjective and participants’ views and behaviors individual 
(Dörnyei 2007: 57). Nevertheless, it is possible to run internal process checks to test the 
reliability of the study, for instance, having a second coder code some parts of 
observation or interview (ibid.). Unfortunately it was not possible to have a second coder 
for my study, but what I was able to do was ensure my data analysis procedures are 
transparent at all stages.  
 
Lincoln and Guba (1985 as cited in Dörnyei: 57)) came up with the concept of 
“trustworthiness” as a counterpart for validity in qualitative research. Trustworthiness 
consists of four components: a) Credibility, which means the so called “truth value” of 
the research corresponding to the “internal validity” of a quantitative study b) 
Transferability, which means the “applicability” of the findings in different settings, 
corresponding to “external validity” c) Dependability, which means the “consistency” of 
the results, corresponding to “reliability” d) Conformability, which means the neutrality 
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of the results, corresponding to “objectivity” (Lincoln & Guba 1985 as cited in Dörnyei: 
57)). 
 
Maxwell (1992) believed validity could be described in qualitative research in the same 
terms as in quantitative research. In his taxonomy of validity in qualitative research he 
divides validity in five subsections. 1 Descriptive validity refers to the veracity of the 
facts portrayed by the researcher Maxwell (1992: 285) considers this to be the primary 
form of validity as all other classifications of validity depend on it.  2 Interpretive validity 
concentrates on the quality of the analysis of the phenomena/participants studied. 3 
Theoretical validity focuses on how well the researcher is able to theorize the results and 
how well these theory depict the phenomenon at hand. 4 Generalizability, which is 
further divided into internal generalizability and external generalizability. “Internal 
generalizability” means the ability to generalize within the community or institution 
(such as school). “External generalizability” on the other hand means ability to generalize 
to other communities or institutions. According to Maxwell (1992: 293) internal 
generalizability is more important in qualitative research as the sample sizes by nature are 
smaller in qualitative research, and therefore external generalizability is harder to 
achieve. 5 Evaluative validity measures how the researcher evaluates the phenomenon in 
question from the point of view of value judgments such as practicality, morality, and 
ethicality.  
 
In my study validity categories 1, 2, and 5 should be fulfilled. Theoretical validity is more 
challenging, because of the nature of the research questions. The aim is not to come up 
with a specific theory, but rather describing what teaching approaches, methods and 
procedures were used in the research targets at a given time. External generalizability is 
difficult with a study this size, but certain recommendations can be made about the 
optimal teaching procedures in a similar setting or the resources to be required. Internal 
generalizability can only be fulfilled with regards to the same age group learning English 
in the same level in the same school. Internal generalizability can be examined in school 
A with the two parallel groups. In school B the other first grade group was taught by 
another teacher, who did not participate in the study, therefore the two groups cannot be 
compared. Evaluative validity overlaps with ethical concerns somewhat and I will discuss 




4.4 Ethical concerns 
 
According to Dörnyei (2007: 64) ethical concerns are particularly prevalent in qualitative 
research, because it intrinsically involves participants’ personal opinions, intimate or 
sensitive issues and frequently intrudes in people’s privacy.  Anonymity is the basic 
assumption in research, but in practice there is often a need to identify the participants in 
order to match the participants with their performance (Dörnyei 2007: 65). Due to the 
small size of my research sample, the teachers examined are able to recognize 
themselves, even if their identity is not evident to the reader. In addition to analysis, there 
is a need for evaluation, with the goal of making suggestions for future improvements 
and determining what kind of resources teachers need, to be able to teach more 
effectively. This evaluation is similar to the reflection that teachers should constantly 
practice. Teaching is a public profession, and is by nature open to evaluation. Schools are 
accountable for the instruction they provide, not only to the parents, but to the local board 
of education and national ministry of education.  
 
Dörnyei (2007:65) states that video material enables identifying the participants even 
long after the research is finished and that poses a threat to anonymity. Audio data can 
also compromise anonymity. I have agreed (in various permission and register forms) 
that the video and audio material will be destroyed after the research is finished. Because 
video reveals identity fully, I only managed to get permission for video recording in one 
school, a school that also takes in teacher trainees. One other school allowed audio but 
not video and one school neither. Only the teacher interview was audiotaped in that 
school. Even in the school where the lessons were videotaped, the interview with the 
teacher was only audiotaped. I have done my very best to keep the participants - both 
pupils and teachers anonymous throughout the research. I have not used the real names of 
the schools or participants. Participant teachers will get a copy of the thesis. Since I did 
not address the pupils directly and they were constantly under the supervision of the 
teacher, there are no child protection legislation issues here as mentioned by Dörnyei 







In this chapter I will present the results and analysis of the observations and teacher 
interviews of two ELL schools and one school where English begins in the third grade. I 
compare the two ELL schools with each other and in section 5.4 I compare the ELL 
schools with the standard 3rd grade English school. In the observations I have opened up 
the lessons by describing the activities with some teacher/pupil dialogue examples and 
then evaluating those activities based on the categories on my observation sheet, field 
notes, audio and video. Describing and analyzing the activities in detail demonstrates 
most accurately how English is taught in ELL classrooms and the 3rd grade A1 English 
classroom. It allows me to examine what kinds of teaching approaches, methods, set of 
procedures and teaching style were used during the lessons.  
 
I am including teacher/pupil dialogues when they seem necessary in describing the 
activity or in conveying the alternation between L1 and L2 or to show the proportion of 
L1 and L2.  The teacher interviews give more information about the activities and 
materials that have been used in the earlier lessons including the very first lessons, which 
I did not observe. They also describe teachers’ views on ELL, especially from the 
perspective of teaching materials, objectives and resources.  
 
School A and B are ELL schools and school C represents the 3rd grade English 
instruction. Section 5.1 covers School A; and section 5.2 covers School B. In section 5.3 I 
compare school A and B; and section 5.4 covers school C. In section 5.5 I compare 
schools A, B and C. I want to examine the differences and similarities between the ELL 
schools A and B, because there are significant differences between the two schools 
providing ELL. Comparing the ELL schools (as an entity) with school C answers the 
research question on how the ELL instruction differs from the 3rd grade EFL instruction. 
 
5.1 School A observations and teacher interview 
 
School A is located in Espoo and has two ELL groups. Group is A is half of the teacher’s 
own class and group B is some other teacher’s class. Teacher A is a class teacher, who 
has a minor in Swedish but not in English. As the observations were done during the old 
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NCC (2004) and old school curriculum the contents of the lessons are compared to the 
old school curriculum on ELL. The school’s curriculum cannot be named here for 
confidentiality reasons. In the school’s curriculum it is stated that English or French 
begins on the first grade. The objectives of first grade English as an A-language (A1) are 
as follows:  
A pupil becomes aware that there are other languages besides his/her mother tongue and 
language is a tool for communication. The pupil begins forming a positive attitude towards 
language studies and different cultures. Becomes acquainted with the language through 
oral practice. The central contents are: songs, rhymes and play, which are suitable to the 
age level and themes; basic vocabulary related to every day life; becomes familiar with the 
culture of the target language; becoming acquainted with English sounds, intonation and 
rhythm through oral exercises. (School A curriculum 2004: 4-5, 100-101 own translation) 
 
The classroom setting and environment gives both opportunities and sets limitations to 
the type of activities that can be carried out. In school A the desks in the classroom were 
grouped into desks of four facing each other. There were a lot of desks, therefore not 
leaving a lot of room to move around. However in the interview the teacher said they 
sometimes move the desks aside to have more room for physical activity.  
 
5.1.1 Observation lesson 1 group A 
 
The lesson consisted of six activities with sub-activities, totaling 13 activities. The lesson 
began with greetings by teacher A saying: “hello everyone” and pupils repeated the same 
phrase: “hello everyone”. Before the actual activity started, there was a short warm up 
(40 seconds), where the teacher went through some numbers, making sure pupils knew 
them in the game. 
 
Activity 1. Playing a food game on interactive white board 
The first game was an interactive food game on interactive white board (IWB) with food 
items and numbers/counting. In the game pupils added fruits and vegetables and other 
food items in a bowl and it made a silly cake. A funny chef with a French accent, in the 
game said how many items or pieces of vegetable or fruits go in the bowl. One pupil at a 
time came in the front and touched the foods on the iPad so the foods dropped to the 
bowl. Teacher chose the recipe for a certain cake, so the recipe was fixed including the 
ingredients and their number. Other pupils had to say what the food was in Finnish and 
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how many food items, pieces of food there were. All of the pupils were engaged and 
excited about the activity and eager to have their turn in making the cake in the game.  
 
Teaching aids used in this activity were: (computer), Apple TV, iPad with keyboard used 
to control the functions on Apple TV and a video projector. The brands are mentioned 
here specifically, because Apple TV is a unique technology, which to my knowledge 
other brands do not have. It connects all the Mac devices together, therefore all the 
devices need to be by Mac. It is a significant investment by the school, thus it is worth 
mentioning. The only teaching material was the IWB software. The activity lasted 
roughly 5 minutes. It was done at the same time individually as pupils went to the front of 
the classroom one by one, and involving the whole class as the rest of the class 
participated in chorus. The activity was student-centered based on my estimation. The 
options on the observation form were student-centered or teacher-centered or alternating 
at different parts of the activity. The criteria were who was performing/speaking - teacher 
or pupils, was the activity targeting pupils’ interests and needs and was the activity 
engaging. The same criteria were used throughout this study.  
 
Activity 2. Dialogue with teacher leading to next activity 
There were pictures of foods and drinks displayed on IWB. First the teacher went through 
the general picture on screen and asked why there were two lines of text. The other line 
was orthographic spelling and other phonetic spelling. One pupil knew the answer and 
explained it in common language. The teacher alternated between Finnish and English 
and the English translation is provided in the brackets [English translation]. Full stop 
signals longer pause/end of a phrase and comma signals a short pause. Question mark 
signals a question and exclamation mark signals interjection. Three full stops … indicate 
some part of the interaction has been left out. These conventions are used throughout the 
analysis. 
Teacher A: oho Täälläpä meillä onkin nyt paljon ruokien nimiä, mut ne on ihan mustavalkosia ja sitte miks 
siellä lukee nyt, siellä lukee vähän tummemmalla ja sit siellä on semmosissa hassuissa sulkumerkeissä vielä 
lisää, miks siellä on aina kaksi riviä tekstiä? [ooh we have lots of food names here, but they are all black 
and white, and why does it say, it says in little bit darker shade and there’s more in some silly brackets, 
why are there always two lines of text?] 
Pupil 1: se on niinku ylhäällä lukee miten se kirjotetaan ja alhaalla miten se lausutaan [it’s like above it 
says how it’s spelled and below how it’s pronounced] 
Teacher: wow, muistit hienosti, aivan totta, siis [wow, you remembered it wonderfully, right] listen and 
repeat, mitäs se tarkottaa? [what does that mean?] listen and repeat hmmm hmmm? listen and repeat  
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Pupil 1: kuuntele [listen] 
Teacher: ja hmm, kuuntelet ja? [and hmm, you listen and?] 
Pupil 1: kuuntele ja toista [listen and repeat] 
 
It is surprising that the class has covered orthographic spelling and phonetic spelling as 
the new ELL course books (“Jump in” and “Go!”) do not include phonetic spelling, 
whereas the third grade books (for ex. the “Let’s go” and “Wow!” series) do. 
Nevertheless this dialogue proves that even first graders are capable of understanding the 
difference, even if everyone in the class has not internalized it. The teaching aids used in 
this activity (computer) Apple TV, iPad with keyboard used to control functions on 
Apple TV and a video projector. The only teaching material was the IWB software. The 
activity lasted 1 minute, included the whole class and was teacher-centered based on the 
criteria mentioned above. 
 
Activity 2.1 Listen and repeat – foods and drinks 
The teacher clicked the pictures and pupils repeated food words after audio/recording 
(British English). The picture turned to color (previously black and white) when clicked. 
Pupils repeated well and with force seeming excited. The teaching aids used in this 
activity were (computer) Apple TV, iPad with keyboard used to control functions on 
Apple TV and a video projector. The only material was the IWB software. The activity 
lasted 2 minutes, included the whole class and was teacher-centered. 
 
Activity 3. Dialogue with teacher 
After listening and repeating, the teacher checked that the pupils knew what the foods 
were in Finnish - the unclear ones, not everything. The discourse was mainly in Finnish. 
The pictures could be touched directly on the Smart-board. There was only one clear 
English phrase uttered and even that contained only two words “and”, “also”: Teacher:  
“Pupil’s name also and Pupil’s name”. Otherwise the names of the foods were the only 
words/phrases in English. The teaching aids were the same as in the previous activity. 
The activity lasted 5 minutes and included the whole class and was teacher-centered. 
 
Activity 3.1 Interactive repetition   
Teacher asked pupils in Finnish to go and touch the correct picture of a food one by one 
for example “juice” (in Finnish) and a pupil went and touched the right picture (in 
English) on the smart board. Pupils repeated the food names after the recording again 
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after the picture had been touched. All the interaction was in Finnish, excluding the food 
names the pupils repeated. The teaching aids remained the same. The activity lasted 2 
minutes. It was done both as a whole class and individually and some parts were teacher 
centered and some student centered (where pupils came to touch the IWB). 
 
Activity 3.2 Dialogue with pair 
Pupils practiced saying: I like pizza (for example) – expressing which of the foods in the 
pictures they liked, with pairs taking turns.  Almost all of the pupils said pizza. First they 
practiced with the pupil next to them, and then with the pupil opposite to them. No 
teaching aid was used specifically in the dialogue with the pair, but the food names were 
visible on the IWB in the background. Other than the phrase “I like…” and the word 
“good”, the teacher spoke Finnish. The duration of the activity was 3 minutes. The 
activity was done in pairs and it was student-centered. 
 
Activity 4. Structured play with dialogue/action 
The activity begins with the teacher saying “sittepä meni homma niin että [then it went so 
that] stand up please, stand up please. mitäs sillon tehtiin kun kuulit [what was done 
when you heard] stand up please?” The actual directions are in Finnish.  
Teacher: kun musiikki alkaa, lähet käpsyttelee ja kun se pysähtyy niin eka joka on siinä sun vieressä tai 
vastapäätä tai lähellä on, niin kerro sille mistä sä tykkäät [when the music starts, you start walking and 
when it stops, the first one who’s next to you or opposite from you or near you, tell him or her what you 
like] I like ja sitte mistä, sano mulle vielä miten se menis se and then what you like, tell me once more how 
it would go that] I like, toista vielä. [repeat once more.] 
Pupils repeat: “I like” Someone says: “I like pizza” 
Teacher: Tehäänpä vielä sellanen, että kaikki saa sanoa yhtäaikaa, napsautuksella mistä tykkää ensin 
harjoituksen vuoksi vielä [let’s do so that everyone can say at the same time, on snap what they like first for 
practice still] I like ja sitten valitset sieltä jonkun kakku vaikka [and then you choose something from there, 
cake for example] cake ok, one two three. 
Pupils: I like cake (food of pupil’s choice) 
The pupils moved in accordance to the music, which was “It’s a rainbow” color song. 
When the music stopped, the pupils said to each other what they liked. Moving around 
caused restlessness, but the pupils were enthusiastic about the activity. One pupil said the 
phrase and the other pupil said “me too” (this phrase was not guided, thus it was a 
spontaneous comment).  The teaching aids and materials were the same as before but 
now in addition online music was used. The activity lasted four minutes.  The activity 
was done as a whole class, but when pupils encountered each other as the music stopped 
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the dialogue happened in pairs, and it was student-centered. After the activity was over 
there was a transition to the next activity in Finnish. 
 
Activity 5. Repetition after the teacher or recording 
Pupils learned how to say “I don’t like” and repeated after the teacher. 
Teacher:  onko sellanen tilanne että kaikki tykkää kaikesta? onko jollain jotain mistä ei niin pidä? 
Esimerkiks mä voisin sanoa etten pidä teestä eli löytyy ehkä semmonen mistä ei ihan niin paljon tykkää [do 
we have a situation where everyone likes everything? does someone have something they do not care for so 
much? For example I could say that I don’t like tea, so there might be something you don’t like so much.] 
Teacher: no miten sitte enkuks? nyt sä osaat sanoa tykkään [So how would it go in English? Now you know 
how to say] I like, miten me saatas, jos tuleekin sellanen tilanne etten tykkää teestä? [how could we form it, 
if you there’s a situation where I don’t like tea?] 
Pupil suggests: nothing 
Teacher: joo [yeah] nothing sanaa ehdotettu hyvä, [word suggested, good,] nyt siinä on meillä yks lisää, 
lisä sana niin saadaan en pidä [we have one additional word there so we get I don’t like] I don’t like, toista 
[repeat] I don’t like. 
Pupils: I don’t like 
This activity did not use any teaching aids or materials. It lasted for only a minute, it was 
done with the whole class and was teacher-centered. 
 
Activity 5.1 repeating after the teacher and completing a sentence 
Pupils practiced saying “I don’t like” + some food. They repeated after the teacher saying 
“I don’t like” and completed the sentence according to their own taste – dislike for 
certain foods. Some pupils needed a reminder what certain foods are in English and how 
they are pronounced. For this the IWB recording was played and the teacher and pupils 
repeated the names of foods. 
Teacher: mieti hiljaa mielessäs mistä noista et pidä, hiljaa itsenäisellä puheella, miten se oli se en tykkää, 
[think quietly in your mind which of those you don’t like, quietly with independent speech, how did it go, 
that I don’t like,] I don’t like, tehään niin että sanotaan yhtä aikaa, kaikki saa valita sen yhen jutun minkä 
sanoo etten tykkää, ollaanko valmistauduttu, [let’s do so that we say simultaneously, everyone can choose 
that one thing they say that I don’t like, are you ready?] Pupil’s name are you ready also? Ootteks tekin 
valmiita? [Are you ready also?] Pupil’s name are you ready also? ootteks tekin valmiita, nyt on hyvä. [Are 
you ready also, now is good] 
… 
Teacher: kerropa vielä sille omalle vieruskaverille kuiskaamalla mistä et tykkää [hey, tell your partner by 




The activity lasted two minutes. Part of it was done individually but simultaneously with 
everyone else. Towards the end of the activity there was a brief interaction with a pair. 
There were both teacher-centered and student-centered elements in this activity. The 
teaching aids remained the same as earlier, which were: (computer), Apple TV and iPad 
with keyboard, which was used to control functions on Apple TV and a video projector. 
The only teaching material used was the IWB software. 
 
Activity 5.2 structured play with dialogue/action 
This activity was the same as activity 4 but saying ‘I don’t like…’ when encountering 
another pupil, instead of ‘I like…’. 
Teacher: ja sitten sama homma kun äsken niiden tykkäämisten kanssa. nyt sä lähdet kävelemään musiikin 
soidessa, en tykkää muuten hampurilaisista. [and the same as before with the liking. now you will start 
walking as the music plays. by the way I don’t like hamburgers.] 
Teacher: I don’t like, vielä kerran, [one more time,] I don’t like, vielä kerran, [one more time,] I don’t like. 
When the pupils encountered each other they shook hands, which made the class restless. 
The activity lasted only two minutes, thus was much shorter than activity four was. Pupils 
already knew what to do and the basic phrase and food names were familiar. As with 
activity four (the same play, but with expressing liking “I like…”) - the teaching aids and 
materials were the same as before but now in addition online music was used.  The 
activity was done as a whole class but when pupils encountered each other as the music 
stopped the dialogue happened in pairs, and it was student centered. 
 
Activity 6. Gluing a sheet on notebook 
Pupils glued a sheet of paper with pictures and names of food items in their notebooks. 
No teaching aids were used in this activity. Materials used include glue and a sheet of 
paper and a notebook. The activity lasted 3 minutes, was completed individually and was 
student-centered.  
 
Activity 6.1 Repetition after the teacher or recording with dialogue 
The sheet the pupils received in the previous activity contained the same foods as were 
visible on the IWB.  The pupils repeated foods and drinks after the IWB recording. They 
stopped at ‘chicken’ to make sure everyone knew what it was in Finnish. The activity 
lasted two minutes. It involved the whole class and was teacher-centered. The teaching 
aids were (computer) Apple TV, iPad with keyboard used to control functions on Apple 




Activity 6.2 Coloring food pictures in notebook /dialogue with teacher/memorizing food 
names 
Pupils colored the food pictures in their notebook and at the same time they repeated the 
food names by themselves and memorized them. While they were coloring, the teacher 
circulated and asked what foods the pupils like. 
Teacher: laita hei väriä niihin sun pikkukuviin. samalla mietit mitä ne on enkuksi. [Put some color in the 
little pictures and at the same time think what they are in English] 
Teacher: what do you like? 
A pupil answers: I like Ice cream 
Teacher: what don’t you like? 
Teacher: I understand 
Teacher: what about you? 
This activity was the longest activity of this lesson, lasting 8 minutes. No teaching aids 
besides the desks were used in this activity. Materials included the sheet of paper 
previously glued on notebook and coloring crayons. The activity was carried out 
individually and was student-centered. No homework was given.  
 
5.1.2 Observation lesson 2 group A 
 
The lesson consists of 6 activities with sub activities totaling 13 activities. The lesson 
began with greetings by teacher A saying “hello everyone” and pupils repeated the same 
phrase. 
 
Activity 1. Playing a food game on the interactive white board 
The first activity is the same interactive Food game on interactive white board = IWB 
with food items and numbers/counting as in the beginning of the first lesson. See lesson 1 
activity 1. 
 
Activity 2. Repetition after recording 
To make it easier to play a memory game (next activity), pupils were reminded of the 
names of food items by repeating them after the IWB recording (the same food items as 
in the first lesson). The teaching aids and materials were the same as in the previous 





Activity 3. Interactive memory game 
This activity was an interactive Memory game done with the IWB. One pupil at a time 
came and touched the cards on the IWB, trying to get pairs. Half of the interactive cards 
had the written names of food and pictures and the other half had the pictures of those 
foods. The task was to combine the word cards with the picture cards. Everyone cheered 
the others’ success. The game software is part of the ‘All Stars 3’ series (paid contents). 
The teacher began the activity by asking a pupil to choose a card (rows were marked by 
letters and numbers). A pupil chose C3. The teacher asked what 3 is in English. After the 
first cards had been turned by the teacher opening them, the pupils came and opened the 
cards after raising their hand and teacher choosing them. At first the teacher chose the 
pupil who had last given an answer of what a picture or a word on the card meant, but 
then moved on to pick any of the pupils raising their hands. Once a pupil had flipped the 
cards on the IWB, other pupils raised their hands to give an answer to what the picture or 
words meant. All seemed eager to get a turn.  
 
Teacher: Pelataan koko jengi yhtenä joukkueena ja sitepä, numero ja kirjain, sano mulle ni minä availen 
Pupil’s name. [we will all play as one team and well then, number and letter, tell me and I will open.]  
Pupil: C kolme [C three] 
Teacher: mikäs olis enkuksi kolme? [what would three be in English?] 
Pupil: three 
Teacher: sieltä paljastu sana cheese [it revealed the word cheese] 
Teacher: mitäs se oli? Mikä kuva mein pitäis löytää tolle? Pupil’s name [what was it? what picture should 
we find for that?] 
Pupil: tee [tea] 
Teacher: joo vähän sinne päin Pupil’s name. [yeah, something like that] 
Tea and cheese are really nothing alike, thus it is interesting that the teacher would say 
“something like that”. Clearly the teacher aimed at keeping the atmosphere encouraging 
and light, preventing fear of answering incorrectly. The interaction continued in Finnish 
other than the food names. When the game was finished the teacher completed the 
activity by saying: “well done”.  
 
Mainly the food words were in English but there were no phrases in English. The game 
seemed fun and was a good way to learn food vocabulary, but it did not have any 
communicative element to it. The activity was student-centered and motivating. It was 
completed as a whole class and it lasted 12 minutes, thus it was a rather long activity if 
compared to the activities in the previous lesson. 
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Activity 4. Planning a dream lunch in the notebook 
Pupils planned a dream lunch on their notebooks with the help of the food items 
displayed on the IWB and the food item sheet they already had in their notebook. The 
directions were in Finnish. The teacher said to me during the activity that the pupils love 
a notebook with sheets/handouts given by the teacher. Music in English was playing in 
the background. 
Teacher: piirrä unelmalounas, kirjoita ruokien nimet englanniksi, voit käyttää avuksi niitä kuvia. [draw 
your dream lunch, write the names of the foods in English, you can use the pictures to help you] 
The lesson was interrupted 5 minutes before the end by the French pupils, as their teacher 
had to go to recess supervision. The English pupils explained to the French pupils what 
they had done, before they went on their break. Putting the foods in the notebook took 
time and the dialogue was in Finnish. The teaching aids used in this activity were the 
computer, IWB, speakers, iPad with keyboard and a video projector. The teaching 
materials included in the activity were the IWB software, notebooks and coloring pencils. 
The activity lasted 18 minutes, which was the longest activity of this lesson and the 
previous one. It was carried out individually and was student-centered. 
 
5.1.3 Observation lesson 3 group B 
 
24 minutes was wasted on watching a movie in Finnish, because the class had started it 
last time. Many teachers had been sick, thus there had been a lot of changes in schedules. 
 
Activity 1. Repetition after the teacher or recording dialogue with teacher 
The teacher and pupils went through Christmas vocabulary, which was displayed on a big 
picture of a Christmas village on the IWB. The activity alternated between dialogue with 
the teacher and repeating after the teacher or recording. The teacher played the recording 
of a word, the pupils repeated after the recording and then the teacher asked what it was 
in Finnish. If the pupils did not know the word right away, she gave them hints in 
Finnish. The IWB-Christmas words were: Father Christmas, Christmas, a present, a 
sleigh, a reindeer, a carol, a star, a Christmas tree, a cracker, Mistletoe, a Christmas 
card, a candle, a stocking, a gingerbread, a turkey, Holly, We wish you a merry 
Christmas 
Teacher: mites me ollaan tavattu alottaa, me ollaan sanottu? [how have we usually begun, we have said?] 
Teacher: hello everyone 
Pupils: hello everyone 
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Teacher: good ja tosiaan viimeistä kertaa viedään ennen joulua, sitten taas tammikuussa jatketaan töitä, 
mutta pikkusen pitäis siitä juhlasta, jota kohta vietetään niin jutella myöskin enkuks. [good and it’s our last 
time before Christmas and then we will continue to work in January, but we should talk a little bit about the 
feast we are about to celebrate also in English.] 
Teacher: tietääkö joku mikä on joulu enkuks? [does anyone know what Christmas is in English?] 
Pupil: Christmas 
Teacher: right 
Teaching aids in this activity included computer, IWB, iPad, Apple TV, video projector 
and speakers. The only teaching material was the IWB software. The whole class 
participated together and it was teacher centered. The activity lasted 9 minutes. Other 
than the Christmas vocabulary, the interaction was in Finnish. 
 
Activity 2. Singing 
The pupils sang together “We wish you a Merry Christmas”.  The recording came from 
the IWB/speakers. After the song was over, the teacher asked what the name of the song 
meant. The teaching aids and materials were the same as in the previous activity. The 
activity only lasted a minute, it involved the whole class and it was both teacher-centered 
and student-centered, meaning it was the teacher’s initiative to sing and it was lead by the 
teacher but pupils were singing along. 
 
Activity 3. Coloring lyrics while listening to music 
The pupils colored the lyrics of “We wish you a Merry Christmas” carol and listened to 
Christmas songs in the background. The only thing related to language were the lyrics to 
“We wish you a Merry Christmas” and songs in the background. The activity lasted 11 
minutes, being the longest activity of the lesson, while having the least amount of actual 
English content/interaction in it. It was done individually and it was student-centered. 
The teaching aids were the same as in the previous one. The teaching materials included 
online songs, notebooks, work sheet and coloring pencils. There was not a lot of content 
in this lesson, largely due to the fact that it lasted only 24 minutes as mentioned earlier. 






5.1.4 Bringing the observations together 
 
Language showering was the only clear teaching approach used in the three lessons 
observed in school A. In addition to language showering there was a set of procedures 
that were possibly influenced by other methods such as the Audiolingual method. The 
activity type that has features of the Audiolingual method is the ‘repetition after teacher 
or recording’, which in different variations was the most popular activity type in the 
lessons observed. Seven activities out of the total of 21 activities were different variations 
of repetition. Other Audiolingual drills however were not present in the lessons. 
Communicative language teaching can be seen as the umbrella approach behind language 
showering, as it is the underlying approach in the definitions of language teaching in the 
national core curriculum. As early English language learning prepares pupils for the more 
systematic English studies that begin on the 3rd grade and CLT is the approach used from 
3rd grade onwards, language showering can be seen as a preparatory phase for CLT. 
Communication is the driving force in language teaching already from the 1st grade. In 
that respect, I can say that also CLT influenced the procedures used in these lessons.  
 
If the imperatives used in the IWB related activities had been in English, they could have 
been considered as having traits of TPR in them, but as they were in Finnish, the 
imperatives were not used as a procedure to teach English. Using short English 
imperatives is an easy way to add to the amount of target language use and incorporating 
the best of TPR. Another way of using TPR in a novel way is including songs that have 
physical movement such as “head shoulders knees and toes”, “if you’re happy and you 
know it”, “do the hokey pokey”; or with games where the pupils touch different objects 
in the classroom or various body parts such as “Simon says”. ‘Playing games’ and 
‘dialogue with teacher’ were the next most common activities. Even though ‘repetition’ 
was the most common activity, the amount of time spent on an activity was the highest in 
‘playing games’ with 27 minutes. The time spent on ‘repetition’ was 23 minutes. Two of 
the activities were ‘coloring a notebook’ and one activity was  ‘Coloring + writing in 
English while listening to music’. Even though these activities were not that common, 
they took a relatively long time with 19 minutes spent on ‘coloring a notebook’ and 18 
minutes spent on ‘Coloring + writing in English while listening to music’. A surprising 
finding was that there was only one activity with ‘singing’ and it lasted only a minute. 




The combination of IWB/computer/Apple TV/iPad/keyboard for iPad/video 
projector/speakers was present in most of the activities and the traditional blackboard was 
used only once. This means the activities relied heavily on IWB. The pupils liked using it 
and the interactivity is a beneficial quality, but the interaction is mainly with the IWB and 
not between pupils. Also the movement is merely walking from the desk to the IWB 
instead of moving around the whole class. It only involves one pupil at a time, even 
though the whole class can join in on the discussion and observe and listen what they see 
and hear on the IWB and what the pupil in front says and does. The most common 
materials used included digital sound or online music, pictures on the IWB, IWB 
software/application/game and coloring pencils. Other materials were song lyrics on the 
IWB, notebooks, glue and a sheet of paper with pictures or words. The most common 
materials mirror the use of teaching aids. All in all the use of different materials is rather 
limited. Themes covered in the three lessons observed were counting, numbers, food and 
Christmas. 
 
Finnish (L1) was used more than English (L2). It is understandable, that the use of L1 is 
higher and the teacher is tempted to interact in Finnish as the pupils know so little 
English at this point. There is only one hour of English per week, and everything about 
going to school, how to study, how to behave in a school environment is new to them. I 
would still argue that at least 50 % L1 and 50% L2 is obtainable and realistic, and a 
teacher should aim at using L2 more than L1. At least a teacher should, as much as 
possible, first try to interact in the target language and if the pupils do not understand 
even after trying to explain it in other way and utilizing hand gestures and body 
movements, then say it in their mother tongue. In addition to this, a lot of the English that 
was used was isolated vocabulary (though connected to a theme), instead of introducing 
the vocabulary in phrases and interaction. A lot could be done to increase the 
communicative aspect of the teaching. On a positive note the activities were slightly more 
student-centered than teacher-centered - some activities having both components at 
different stages of the activity. In those activities I marked the activity as being both 
teacher centered and student centered. It is worth noting that student-centered is not 
always better than teacher-centered. The activity also has to be engaging and meaningful. 
Sometimes a teacher-centered activity can be interesting and purposeful than a student-




5.1.5 Interview teacher A 
 
The interview questions were presented in English to the interviewee, but the interviewee 
preferred to answer in Finnish. According to Teacher A she does not have a clearly 
defined method or an approach in teaching ELL. She says she concentrates on oral 
production and uses writing exercises less. In the beginning of the school year she 
approached the teaching through songs. She has a background in music and she can 
utilize those skills in teaching English. She emphasizes that she has not been specifically 
trained for early English teaching, but she has applied her class teacher education and 
experience in teaching English to first and second graders.  
 
In addition to the activities I observed, on the teacher’s own account she has used 
different kinds of games and play, where the emphasis is mainly on oral practice. She has 
used a couple of board games, songs, song games, a hot potato type of play where you 
give something to the next person; play where they had to choose a number they are 
thinking and when they heard the number in English they could sit down or stand up or 
change a place. In the teacher’s words – traditional play adjusted to English words. 
Sometimes the desks have been put aside. Pupils have also listened to stories in English, 
familiar ones such as the Lion King, thus it is easier for the pupils to follow the events of 
the stories in English.  
 
When referring to teaching materials the teacher said she uses material that she has from 
before, takes new ideas from familiar book series and adjusts them, because hardly 
anything fits directly. Then she has to cut down on things and consider how it would suit 
first graders. Picture vocabulary and such she has used directly. At the time of the 
interview no books for first or second grade English had been ordered to the school. They 
recently received electronic material which comes with a third grade book series. 
According to the teacher the school has not given any other teaching materials for the 
early English language teaching specifically. The teacher continues that, if they have 
found a story related to a current topic they have listened to that. Now that they got the 
electronic material and one can print directly from it, she does not have to do everything 
herself, whereas earlier she specifically had to do everything herself, she had to pick the 




The teacher’s biggest wish would be to get a material package for ELL, not even 
necessarily a pupil’s material but a teacher’s material where all the objectives would have 
been taken into consideration, there would be a set of topics in the most useful order 
connected with a range of activities such as games and play to choose from. She 
continues that it would be the teacher’s expertise to apply the material but at least they 
would be gathered in one book or package. The teacher thinks the material package 
should contain directions for more action-based activities, traditional word picture 
combinations in the form of a memory game or such. She thinks it would not need any 
grammar exercises. She would also wish for audio stories in electronic form, read by 
someone else.  
 
In addition to the material package the teacher would hope for more resources in general, 
for example in-service training, and a joint start in the beginning of the school year where 
one could get a good grip on the early language teaching (ELT). She states that one 
resource issue is the fact that there should be more cooperation between class teachers 
and language subject teachers, in order for them to have some joint time, when at the 
moment they have none.  
 
The teacher’s attitudes are entwined with the question of resources and teaching 
materials. Lack of resources from the school can indicate lack of appreciation for the 
subject, unless it is simply a financial question. Therefore the resources and attitudes are 
somewhat discussed together in the same paragraph. The teacher feels that even though 
the early language learning with English and French is in the school’s curriculum, and the 
school wants to hold on to that, ELL is in a walkover position where it is just thrown to 
some class teacher by saying “try to survive, you have had English classes before, you 
will survive this too, and yeah I will survive alright, but if we could get something where 
we wouldn’t have to reinvent everything”. In that sense, she feels that the school or city 
does not support ELT sufficiently - they do not take into consideration that it is not that 
simple to teach a foreign language and then at the same time she herself takes it seriously, 
she wants to succeed in ELT. The teacher thinks the school underestimates ELL, in the 
sense that, even though the school takes pride in offering ELL, it is not handled properly. 
 
She thinks the school’s curriculum is very vague, really loosely defined – it does not 
provide a lot of content to the teaching. She wishes the objectives were more clearly 
defined. She continues by saying that the clearer the objectives for this kind of 
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teaching/learning are, the easier it would be for the teacher to conceive what s/he is 
doing. She believes being goal orientated increases teacher and pupils’ satisfaction. The 
teacher says one forgets the objectives and then because the objectives are so vague, it is 
the subject that succumbs to other events – for example when teachers are sick and they 
cover for each other’s lessons, it is to the detriment of the language, thus there is no 
English lesson for the whole week and it keeps adding up if it is always the same day and 
same group. The lessons are not compensated. The Thursday group that I observed had 
only had English eight times that fall. The teacher thinks that is very little, and in that 
time one cannot assume that the group would make any progress. The teacher states that 
the two groups that I observed are on a completely different level due to missed hours. 
The teacher thinks that the objectives for ELL should be first set on a national level and 
then on a school level.  
 
As far as beginning English on the 1st grade in every school the teacher thinks “this is not 
a bad system”, if one takes care of it, and it does not end up being in a walkover position. 
In her mind it has not interfered with learning Finnish. According to her, pupils of this 
age are really interested in foreign languages and want to learn them, in other words they 
are very motivated – that they can say something in some other language besides Finnish. 
She thinks that in this age it is possible to give pupils the courage to speak freely without 
fear of being corrected. She finds that to be the biggest difference between the third 
graders – with the third graders she would correct their pronunciation from the start, but 
with the first graders the correct pronunciation is not that important, as long as it close, 
and others can understand what the pupil is trying to say. She continues by stating that 
everyone has understood that fall what his/her friend has meant.  
 
She believes that a lot of work has to be done with the NCC, if all the schools were to 
start a foreign language in the first grade. It would require a unified vision and joint 
objectives everywhere. At the moment, she thinks, schools individually decide how ELL 
is carried out. She would like to give the job to a professional, but doubts that all subject 
teachers would even want to be “here on the song play side”, that it varies who wants to 
do it. Regarding at what level English should begin in the 3rd grade for those who have 
been studying English since first grade, in her opinion, as far as writing goes, everyone 
should start on the same level, whether they have begun in the first grade or if they are 
starting English for the first time, because writing comes in to the picture in the third 
grade in any case. On the other hand the ones who have already studied English since the 
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first grade can skip the basic greetings and figuring out what language they are about to 
study. The teacher believes those pupils should move on faster and dive deeper into 
studying the language. She believes one hour per week of ELL is enough, if the hour 
actually takes place, but it would not hurt to have two.  
 
As far as using motivational strategies she mentions teacher’s enthusiasm and strong 
inner motivation. She thinks the cooperation between school and home is on solid base in 
their school and the motivation comes from home through the children. She also likes to 
ask pupils what they are interested in and bases her teaching on that.  
 
5.2 School B observations and teacher interview 
 
The school is situated in Helsinki and Teacher B teaches her own class, thus only one 
group is observed. Teacher B speaks with and American English accent based on the 
observations and interview, although her father is British. She picked up the American 
accent when she was in exchange in the USA. She is a class teacher and does not have a 
minor in English. This matter is discussed more in the interview section.  The school’s 
curriculum states the following on early English language learning:  
…language teaching is begun on the first grade with English language showering. For the 
general education classes becoming acquainted with English begins on the first grade with 
½ week hour and continues in the 2nd grade with 1 week-hour. Class teacher may in 
addition give his/her pupils language enriched teaching with his/her language showering 
sessions. Teaching is playful and action-based. The aim of the teaching is to awake interest 
towards a foreign language and culture, and to form the basis for later language studies. 
The objectives are: the pupil learns how to listen intently; to discern sounds and words; 
repeat words and phrases naturally; understand words, phrases and directions. The central 
contents are: introducing oneself, greetings, compliments; numbers 1-10; colors; school 
vocabulary; animals; body parts; toys, clothes; requests, imperatives, negatives; national 
holidays. Procedures: listening exercises; practicing pronunciation, words and phrases in 
group, in pairs and individually by repeating and utilizing TPR-method; rhymes, poems, 
songs and stories are both the target of teaching and as a tool; working on notebooks. 
(School B curriculum 2005: 9, 45-46 own translation) 
 
The classroom had three desks together facing each other, lots of pictures on the wall and 
a colorful rug with numbers/sealife. There was good space in the middle for physical 
activity when the desks were pushed back, but also room to move around desks when 
they were in their normal place.     
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5.2.1 Observation day 1 lesson 1 
 
Before lunch the teacher says: ”If you are wearing something yellow you can go wash 
your hands”. The teacher goes through different colors so that everyone in the end has 
gone to wash their hands. This is not included in the actual activities but these kinds of 
short activities are something that the teacher regularly uses in transitions. 
 
Activity 1. Dialogue with pair 
Introduction – I introduced myself and then pupils introduced themselves to me in 
English. 
Teacher: käydääs kierros sillä tavalla että aina sanot englanniksi minun nimeni on__sitten kysyt seuraavalta 
kuka sinä olet [let’s have a round in the manner where you always say in English my name is__then you 
ask the next one who are you?] 
Pupils: my name is Elias, who are you? 
Four minutes was spent on the first activity, it was done both as a whole class and in pairs 
and it was a student-centered activity. There were no teaching materials or aids used in 
this activity. 
 
Activity 2. Playing games 
Teacher B told the pupils to touch something in the classroom that had the color the 
teacher said. At first the instruction was in both Finnish and English and after that just in 
English. The pupils did not say anything but moved around the class silently listening to 
the teacher’s imperatives. The teacher went through various colors with the same 
structure and phrase. 
Teacher: seuraavaksi menet äänettömästi [Next you will go silently] silently, koskettamaan jotain [and 
touch something] touch something yellow silently 
Teacher: very good, next touch something black  
Teacher: kokeillaanpas vielä sillä tavalla, että et sano sanaakaan. [let’s try it in a way, that you don’t say a 
word] 
Teacher:  Pupil’s name are you touching something pink? 
Teacher: and then the last one. very good thank you! 
 
This activity lasted 3 minutes, it involved the whole class, but it was teacher-centered as 
the teacher was saying the imperatives and the pupils were simply following the 
instruction without producing anything or having the opportunity to decide on the 
contents or the flow of the game. This could be described as a TPR activity where pupils 
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react to the teacher’s imperatives by touching something. What ever happened to be in 
the classroom environment worked as teaching material in the form of realia. No 
particular teaching aid was used. 
 
Activity 3. Teacher-student dialogue 
The teacher and pupils carried out a dialogue about colors. First the pupils had to describe 
the colors in a picture of an animal and then the teacher asked what colors she is wearing.  
Teacher: katso taululle, [look at the board,] look this way.  
Teacher: osaisitko muuten sanoa, [would you know how to say,] what color is Hymyli? what color is 
Hymyli? what color? minkä värinen? viittaa! [what color? raise your hand!] 
Teacher: what color is Hymyli? Sano yksi väri, [say one color,] one color.  
Teacher: look, three colors one color, two colors, three colors, four actually, four different colors. 
… 
Teacher: who could say one of these colors in English? this one and this one, what color is this? 
Pupil: red 
Teacher: yes, red. what about this? 
Pupil: white 
Teacher:  excellent! what about this? 
This dialogue demonstrates the teacher’s overall use of L1 and L2 well. She either said 
the phrase in both languages, or said the easier, familiar, short phrases just in English and 
longer and more complicated sentences in Finnish. The activity lasted 4 minutes, 
involved the whole class and was teacher-centered. As materials she used a picture and 
her own clothes, and to show the picture she used a document camera, video projector 
and IWB. 
 
Activity 4. Playing games with repetition after teacher or recording 
The pupils and teacher played a familiar game called ”I spy with my little eyes 
something…” The name of the game was displayed on the document camera. One person 
at a time said: “I spy with my little eyes something color” and looks at something in the 
classroom. Others tried to guess what that person was looking at. First the teacher was the 
one spying and the pupils guessed, then pupils took the lead and one by one they were the 
spy and the rest guessed. 
Teacher: ihan ekaluokan alussa leikittiin tätä ‘I spy’ leikkiä. [right in the beginning of the first grade we 
played this ‘I spy’ game] 
Pupil: ai sitä missä piti arvata? [oh the one where we had to guess?] 
Teacher: joo sitä missä piti arvata mitä vakooja katselee. tää loru meni näin, toista mun perässä. [yeah the 
one where you had to guess what the spy is looking at. this rhyme went like this, repeat after me.] 
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Teacher: I spy - with my little eyes – something - green 
Teacher: eli nytten minä vakoilen tai minä näen jotain mun pienillä silmillä jotain vihreää. Katopa mihin 
mä katson, mitäköhän mä voisin nähdä, jotain vihreää. [so now I’m spying or seeing something with my 
little eyes something green. look at the direction where I’m looking at, what could I see, something green.] 
Teacher: I spy with my little eyes something green. 
Pupil: toi öö toi auto? [that hmm that car?] 
Teacher: no  
Pupil: toi tuoli? [that chair?] 
Teacher: yes, it was the chair. 
Pupil: chair 
 
This activity lasted ten minutes being the second longest activity of the lesson. It included 
the whole class and was partly teacher-centered as the teacher was in control the whole 
time guiding the activity, but also student-centered in the sense that every one willing got 
to be the spy and the rest were actively participating in guessing what the spy is looking 
at. The dialogue followed the same style as in the previous activity. Even though the 
game was familiar, the teacher had to assist quite a bit and help with modeling how to say 
the basic phrase of the game “I spy with my little eyes something (color)”. The only 
materials used in this activity were the objects “spied” on – anything that the pupils could 
see in the classroom. It is an easy way to utilize your surroundings, naming and 
describing the things pupils see in their immediate environment. A small feature such as 
the word ‘spy’ as a verb and as a noun and the idea that the pupils are not simply looking, 
they are spying, makes it thrilling for the pupils. If the phrase was “I can see with my 
little eyes something…”, it would be less exciting. 
 
Activity 5. Coloring and writing  
Pupils worked on an exercise sheet where they colored pictures of mugs in a color they 
chose and then wrote the name of the color in English. Pupils also had to write their own 
name on the paper. When the teacher circulated and helped she was speaking Finnish and 
only said the names of colors in English. This activity took 15 minutes. The teacher 
student dialogue was mainly carried out in Finnish. The activity was done alone and was 
student-centered, simply because the pupils were the ones completing the exercise, but 
not out of their own initiative. Teaching aids used were document camera, video 
projector and IWB. The teaching materials included were exercise sheets also containing 




5.2.2 Observation day 1 lesson 2.  
 
Activity 1. Reading/writing/coloring/dialogue with teacher 
This activity was a continuation of the previous coloring/writing exercise (of the 1st 
lesson’s activity 5). There were new exercises in the bottom of the sheet that the pupils 
did not begin yet during the previous lesson. When pupils returned to classroom before 
the lesson has started they repeated the colors in English on their own. 
… 
Teacher:  joo tai vaaleanpunainen, seuraavan sano viittaamalla. [yeah or pink, say the next one by raising 
your hand.] this one is purple, this one is black, viittaa, [raise your hand,] this one is black, what color, this 
one is black, what color is it in Finnish? minkä värinen on suomeksi? [what color is it in Finnish?]  
This activity lasted ten minutes being the longest activity of the lesson. It had more 
dialogue than the previous activity and some reading. For the most part it was done 
individually but the general discussions were done as a whole class. The dialogue 
portions were teacher-centered and the working on the exercise sheet was student-
centered. The teaching aids and materials were the same as in the previous activity. 
 
Activity 2. Playing a painting game 
In this game one pupil is a painter, who with a dry paint brush “paints” on the back of 
another pupil, shows a color card to other pupils but not the one whose back the painter 
painted. Other pupils say a painting rhyme in Finnish and the pupil who was painted tries 
to guess which color s/he was painted with. The person gets one guess “is it color?”, the 
painter answers “yes” or “no”. If the answer is “no” the correct color is revealed. If the 
answer is correct the painter says “yes” and moves to the next pupil and starts the same 
process again.  
Teacher: who wants to be the first painter, who wants to paint first? 
Pupils: minä minä minä [me me me] 
Teacher: laske käsi, kysytään sillä tavalla, että kuka ei ole vielä ikinä saanut olla Painter? [put your hand 
down, let’s ask in the manner that who has never got to be the Painter?] 
Teacher: Pupil’s name sä voit aloittaa, ole hyvä! sitte katse eteenpäin, näytä muille. [Pupil’s name you can 
begin, go ahead! then look forward, show it to others.] 
Pupils: vanha maalipurkki, selän takaa kurkki, pikkuhiljaa arvele, mikä onkaan väri sen [old paint jar, 
peaked from behind a back, little by little wonder, what could be its color] 
Teacher: kysyt [you ask] 
Pupil: yellow 




The pupils were all eager to be the painter. This activity lasted for 3,5 minutes, the whole 
class participated but one pair operated at a time while others repeated the rhyme and 
observed. It a student-centered activity. No teaching aids were involved and materials 
used were paintbrushes and color cards. 
 
Activity 3. Playing a painting game with a rhyme and repetition 
This activity was otherwise the same as the previous one but done with a new rhyme in 
English, which required more repetition. 
Teacher: saat vielä jatkaa maalaamista, mutta nyt opitaankin uusi loru, nimittäin tää on sellainen 
englanninkielinen loru, maalausloru, jossa maalataan ensin suolakurkku, sen jälkeen maalataan herne ja 
vikana maalataan ihminen, ja se loru menee tällä tavalla. mennäänpä jonku selän taakse vaikkapa. toista 
perässä, mä sanon ensin, ensin maalataan suolakurkku, valitaas täältä väri, valitaan tää. [you can continue 
painting, but now we will learn a new rhyme, this is a poem in English, a painting poem, where you first 
paint a pickle, then you paint a pea and last you paint a person, and the rhyme goes like this. Let’s go 
behind someone’s back. Repeat after me, I say first, first we paint a pickle, let’s pick a color, let’s choose 
this.] 
Pupils: ok 
Teacher: okei, toista mun perässä, [ok, repeat after me,]  
Teacher: Paint a pickle, Paint a pea, Paint a person, Paint me 
Teacher: vikana se pyytää, maalaa minut [in the end it asks, paint me] 
Teacher: otetaas vielä [let’s take it one more time] 
The rhyme was repeated  
Teacher: ja nyt sä kysyt sitä väriä [and now you ask the color] 
Pupil 1: is it yellow? 
Pupil 2: no 
Pupil1: is it red? 
Teacher: it was green, vaihdetaas välillä maalaajaa [let’s change the painter] 
This activity lasted 4.5 minutes. It was done both as a whole class and in pairs. Mostly it 
was student-centered, but when repeating the rhyme, it was teacher-centered. The aids 
and materials were the same as in the previous activity. 
Activity 4. Playing a game with dialogue with pair 
This game was ‘water in your shoe’ with animals where half of the class got red cards 
with pictures of animals and the other half got blue cards with those same animals. The 
pupils tried to find a pupil with the same animal. The pupils stood in line and came one 
by one to ask another pupil “are you a dog?” (for example). If a pupil found a pair s/he 
could go sit with the pair and if not the pupil being asked said “vettä kengässä/water in 
your shoe” and then the one asking went to the end of the line. I was also included by 
having one card. The teacher started off by saying: “vettä kengässä” in Finnish but after I 
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responded to one pupil in English “water in your shoe”, the teacher also said it in English. 
In this respect it is not ideal that I participated in the activity, as I unintentionally affected 
the teacher’s L1/L2 use. 
… 
Teacher: sit kuka punanen haluu tulla ekana kysymään? [then which red one wants to come and ask first?] 
Are you a? Pupil’s name  
Pupil: are you a mouse? 
Teacher: vertaa menikö oikein, [compare did you get it right,] a mouse, kyllä, sait parin, voit tulla tänne 
kaverin viereen istumaan. [yes, you got a pair, you can come here and sit next to your pair.] 
Teacher: Pupil’s name ja jos ei oo pari niin pitää sanoa no vettä kengässä! [and if it’s not a pair, you have to 
say well water in your shoe!] 
Pupil: are you dog? 
Other pupil: yes 
Teacher: mitä! voit tulla tänne viereen istumaan, sitten Pupil’s name eteen. [what! you can come here and 
sit, then Pupil’s name to the front] 
Pupil: are you snake? (pupil asked me) 
Me: no I’m not, water in your shoe 
Teacher: water in your shoe, vettä kengässä siis [meaning water in your shoe] 
 
About half of the pupils knew to use the indefinite article in front of the animal and about 
half did not. The activity lasted 6 minutes, it was done as a whole class and the actual 
dialogue with a pair and it was student-centered. 
 
Activity 5. Repetition after teacher 
The pupils sat in a circle and said what animals they saw in pictures and repeated after 
the teacher. The directions to go sit in the circle were in Finnish. The pupils said the 
names of the animals in English: snake, mouse, pig, cat, dog, monkey, rabbit. This 
activity lasted 3 minutes, it involved the whole class and was teacher-centered. There 
were no teaching aids used, but animal flash cards were used as teaching material. The 
pupils were excited to participate in the activity. 
 
Activity 6. Listening and guessing play 
The teacher asked: “who says oink, hizz, roar, squeak, wuff” one by one, and the pupils 
have to point at the correct animal which animal makes which sound.  
Teacher: nyt me tehään niin että, [now we do so that,] I am going to say what the animal says these are the 
sounds that the animals say, osoita sitä joka sanoo seuraavaa, [point to the one that says the following,] who 
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says, kuka sanoo, [who says,] who says wuf, osoita. ei tarvi tulla sieltä, riittää, että katsot, tule taaksepäin. 
[point. you don’t have to come from there, it’s enough that you look, come backwards.] 
Most of this activity was carried out in English. It lasted 1.5 minutes, it involved the 
whole class and was teacher-centered. The materials were the same flash cards as in the 
previous activity and no aids were used. 
 
Activity 7. Playing games 
With the same flash cards teacher and pupils played a Kim game, where first all the 
flashcards were visible and the pupils could look at the pictures for a limited time, 
beginning with 15 seconds and in the last round for only 7 seconds. After that time the 
pupils closed their eyes and the teacher removed one card. The pupils opened their eyes 
and after raising their hands could say which animal was missing in English. The pupils 
counted the seconds with the teacher – thus practicing numbers at the same time as the 
animals.  
… 
Teacher: ok, saa katsoa, heti kun keksit niin käsi ylös, [ok, you can look, as soon as you figure it out, raise 
your hand] who’s missing?  
Teacher: ja sano englanniksi se eläin mikä puuttuu, [and say in English which animal is missing,] who’s 
missing? 
Pupil: cat 
The activity lasted 3.5 minutes and was done as a whole class. Some parts were teacher-
centered and others student-centered. The only teaching materials were the same flash 
cards and no aids were used. 	
5.2.3 Observation day 2 lesson 3 
 
There were activities held in Finnish on other subjects in between the English activities. 
They are left out from the thesis and are not analyzed. 
 
Activity 1. Singing with physical education (PE)/dancing 
The teacher taught a new song with dance movements in English: ‘Hokey Cokey’ also 
known as ‘Hokey Pokey’. First the teacher and pupils sang without background music. 
After movements had been learned, they danced with background music. Teacher and 
pupils still sang along. With music the movements were faster. The guiding and teaching 
was in Finnish and the body parts and song lyrics were in English.  
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Teacher: jeps mut nyt me lähetään tanssimaan, nouse ylös, tehdään täydellinen piiri seisten, mä näytän, ei 
tarvi ottaa kädestä kiinni vielä, okei tässä sun tarvii muistaa oikeastaan neljä asiaa, ensinnäkin käsi, jalka ja 
jalka ja me laitetaan ensin vasen käsi tonne keskelle. Pupil’s name käsi ja toinen käsi, nyt on kaikilla vasen 
käsi, tämä on vasen käsi. [yup but now we’ll start to dance, get up, let’s make a complete circle by 
standing, I’ll show you, you don’t have to hold hands yet, ok so here you have to remember four things 
actually, first arm, leg and leg and we put left arm first there to the middle. Pupil’s name arm and other 
arm, now everyone has their left arm, this is left arm.] 
The pupils were enthusiastic about this song with dance movements. It could be 
considered as an applied TPR activity. The activity lasted 10 minutes, it involved the 
whole class, the first half was teacher-centered and the second half student-centered.  
 
Activity 2. IWB interactive number exercise 
An assisting teacher came to hold this activity while teacher B remained in the room. I 
will call him the assistant teacher. The assistant teacher and pupil went through numbers 
from 1 to 10. The pupils could check the answer from IWB. The beginning of the activity 
did not go very smoothly and the actual teacher had to come and help. The content was 
simple, but it was not presented very clearly. At first most of the directions were in 
Finnish and towards the end some of the directions were in English. The activity lasted 
seven minutes and it included the whole class. The first part of the activity was more 
teacher-centered and the latter half student centered. Aids used included a computer, a 
video projector and IWB. The only material was the IWB software. This was the first 
time thes IWB software was used during n activity and the actual properties of the IWB 
were utilized. Previously IWB had been used just to reflect images and words from a 
document camera or computer. 
 
Activity 3. Playing a game 
The name of this game was “find my friends”. The teacher told a pupil how many friends 
the pupil had to find. The pupil chose that amount of other pupils and brought them next 
to himself/herself and then counted the friends plus him/herself.  
In the end they counted all the groups of friends together using both Finnish and English. 
The activity lasted 9 minutes, it involved the whole class and was done in groups as the 
activity progressed, but everyone was following everyone else throughout the activity. It 
had both teacher and student-centered components. No teaching aids or materials were 





Activity 4. Repetition after the teacher or recording (IWB) 
The pupils practiced asking the question “how old are you?” and giving an answer “I am 
age”. The lead to the activity was done in Finnish. There was a picture of a dialogue the 
on IWB. The teacher switched to alternating between English and Finnish and then 
moving on to just English. Teacher used the audio of the IWB dialogue to teach the 
question and answer mentioned above. After that the assistant teacher asked teacher B’s 
age and then teacher B asked a pupil and then tthe pupils started asking each other in 
groups.  This lasted 8 minutes, was done as a whole class and was teacher-centered. The 
only teaching material was the IWB software. The teaching aids were computer, IWB 
and video projector. 
 
5.2.4 Observation day 2 lesson 4  
 
There were only two activities in this second lesson, otherwise other school subjects were 
held in Finnish, it is a similar situation to the previous lesson. 
Activity 1. Playing games 
The pupils chose a number in their head. The teacher said “ready set go” and on “go” 
pupils showed with fingers the number they chose. When they got the same number as 
the teacher they could take out their books. This activity lasted only two minutes and it 
was done as a whole class and it was teacher centered. No teaching materials or teaching 
aids were used. 
 
Activity 2. Singing with PE/dancing 
The pupils and teacher sing and dance the ‘Hokey Cokey’ song with movements - it is the 
same song as before, but without background music and going straight to singing and 
moving, no directions before singing begins.. The activity lasted only two minutes, 
involved the whole class and had both student and teacher-centered components resulting 
in a 50/50 division. No materials or teaching aids were used. 
 
5.2.5 Bringing the observations together 
 
The clearest teaching approach in school B was language showering. As mentioned with 
school A, CLT can be seen as an underlying approach with language showering. There 
was also clearer communicative discourse in school B than school A. The PE + songs or 
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games + movements had traits that could be seen as applied TPR. As stated in the 
beginning of this chapter, TPR is mentioned in the school’s curriculum as one of the 
teaching procedures. A lot of repetition was also used in school B being the only 
Audiolingual style drill in the data. The most common activity type by far was different 
variations of playing games, occurring nine times, and 43 minutes (out of 106 minutes) in 
total was spent on playing games. The second most common activity types were ‘singing 
with PE/dancing’ and ‘Repetition after the teacher or recording’.  
 
Most of the activities were carried out as a whole class. The lessons were roughly 50/50 
student-centered/teacher-centered - many activities having components of both. Similarly 
the proportion of L1 vs. L2 use was 50/50, although the Finnish utterances had more 
complicated structures and were more commonly used in the explanations/directions of a 
new activity, especially in the beginning of an activity. The most common material type 
was picture either as a tangible picture for instance in flash cards or exercise sheets or on 
IWB. Even though most activities did not require any teaching aid or they were in the 
background, the most important aids were IWB and video projector. Other aids used 
were: document camera, computer and blackboard. Themes used in the lessons were 
numbers/counting, body parts, age, colors, animals and introducing oneself. 
 
5.2.6 Interview teacher B 
 
Teacher B states that she does not draw on any specific teaching method, instead she 
aims at selecting procedures that would be as action-based as possible, and where pupils 
can speak, play, and sing. She continues by saying that a common thread in her lessons is 
evoking motivation and positive attitudes towards studying a new language and to 
gradually raise pupils awareness on how languages are studied in school in upper classes. 
She also says that uses a lot of repetition. On the other hand, when asked, she does 
consider her teaching as language showering – whenever there is a suitable place for it, 
she connects what they are doing to English. She clarifies that in their school the 
curriculum says that one hour per week is reserved for ELL and in addition to that a 
teacher can teach with language showering, in other words there is no maximum limit to 
how much time can be spent on ELL.  
 
Teacher B integrates English mostly with PE, which she finds most suitable to integrate 
with English. On the day of the interview, English was integrated with math the first time 
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to some extent. According to the teacher she has not integrated them sooner, because 
pupils do not fully know the numbers even in Finnish and the immigrant pupils are still 
learning Finnish, as their home language is some other language.  
 
The teacher states that the formula of her lessons is quite similar, where she usually has 
some motivating strategy or a little hook that spikes the pupils’ interest and aims at 
keeping the teacher’s opening speech/teaching short. In other words, as soon as possible 
to proceed to the actual activity. The teacher says she aspires to vary her procedures and 
gives room for more relaxed and fun activities. She also includes an activity that requires 
more concentration either individually or in pairs. She aims at activating everyone’s 
cognitive thinking at the same time. Her overall objective is that the lesson would be fun, 
because she feels it is the premise for any learning. The teacher elaborates that for 
teaching activities they have a lot of different kind of games. She says she also uses some 
little exercises, for example coloring according to directions. She continues that their 
biggest themes have been animals, body parts and numbers as the newest theme. She says 
that she includes a lot of play with PE. In addition to the actual English activities, she 
uses everyday transition situations to teach English, for example pupils with certain 
colored clothes can go to eat, or for example the “ready set go activity” described in the 
observation section.  
 
When discussing teaching materials, she says she makes everything mostly herself (arts 
& crafts) utilizing her own imagination, for example flash cards. The only kind of IWB 
material available is the kind that was used in the assistant teacher’s activities (math 
integrated). The exception to self-made materials, are some exercise sheets she has 
printed from some internet sites, such as “all kids network”. She generates ideas of 
activities, which do not require any aids and they can be actualized in any given situation, 
space or time. Especially when 80% of her pupils could not read when they began school, 
all the activities she had to create were such that they did not require reading or writing, 
thus they involved speaking, listening and playing - she states that one’s own body and 
voice takes far. Sometimes they have used tablets, they have a program/application called 
“Fun English” on the tablets. It includes colors and animals, and they contain maybe 
three exercises for both themes. She thinks that the tablets motivate children immensely 




The school provides the tablet program mentioned, “What’s on” (3rd grade book series) 
flash cards, English board games, some books for tips, but she concludes that it is not a 
whole lot. On the other hand she states that the school is open to acquire new materials, 
there usually is some extra money, if a teacher needs something, and teachers in general 
can influence the material orders. The teachers have brought a lot of know-how and swap 
the materials they have collected and tips about in-service training and so forth. She feels 
that one can gain a lot by following other teachers’ lessons or by being a supporting 
teacher in someone else’s lesson.  Teacher B and another ELL teacher swap lessons a lot, 
but also teach together. For example teacher X can sing and play the piano and teacher B 
can do some PE with the pupils. They have held ELL lessons in the gym frequently. One 
can do different kind of activities there such as color chase or a game where pupils have 
to “walk like a dog, run like a horse” etc. 
 
The teacher would like to have the “Let’s go” club book by Sanoma Pro, which is meant 
for language clubs. She also holds the English language club, thus the book would work 
for both ELL and the club. She has also looked at a material package called “Kielireppu” 
(= “language backpack”), which includes hand puppets, books and such and would like to 
have one. She thinks different kinds of games would be the most useful material in a 
material package. She hopes it would be built by themes – for example animals 
accompanied by a certain set of games and for those games one could use specific 
materials.  
 
She would want to have software that would follow the progress of the pupil. She likes a 
software called “Ekapeli” (= “first game”), which is designed for acquiring literacy in 
Finnish. It begins from basics, in other words sounds, and a pupil always signs in with 
her/his own user name. The program follows the pupils’ development – it notices when 
one knows the sounds and moves on to syllables and when syllables are covered, it 
introduces words – it constantly evolves and moves forward. As a teacher she gets 
feedback (through the software) on everyone’s progress. She thinks one difficult aspect 
of teaching English is evaluation – how to make the pupil’s real skills visible, because it 
does not necessarily show in exams and on the other hand someone might be active and 
be bold at speaking and good at pronunciation. Thus a versatile program that would 
contain listening comprehension and writing or perhaps even speech and would follow 




When the teacher studied to become a class teacher she did not have any language 
didactics or linguistics studies. She has had to find out about different materials herself 
and about how to teach, but she could not even name any specific language teaching 
method, because she has never studied anything related. She has confidence that a 
teacher’s basic pedagogy will guide her in how to teach. The teacher believes that when a 
class teacher teaches English, instead of a subject teacher, the pupils can feel that English 
is part of their daily lives - it comes and goes naturally. On the other hand, she wishes for 
education in language didactics for class teachers, because language teaching is organized 
in such various ways in different schools, thus there are necessarily no language subject 
teachers available.  
 
When covering the objectives of ELL the teacher thinks the objectives should not 
necessarily be specified more, because there are already so many objectives and contents 
that a class teacher has to take into consideration, especially in elementary instruction 
(alkuopetus). Thus she would not want to have more content objectives for ELL. She 
finds the current objectives to be noble if they actualize, but on the other hand they give 
some leeway and it is hard to evaluate whether they have been fulfilled. She believes 
more specified objectives would only burden the teacher. She believes the objectives 
should be set on all levels, especially in individual schools, because parents then have the 
chance to get to know the curriculum and all teachers follow the same curriculum. She 
thinks the basics should be the same for all schools, but schools should have the liberty to 
emphasize certain aspects and she finds that to be sufficient.  
 
The teacher thinks every school should begin English in the first grade. She has found 
ELL to be nice and thinks pupils are motivated towards English. On the other hand there 
are many pupils with Finnish as their second language and they get frustrated, because 
they do not understand. She believes their skills and difficulties have to be taken into 
consideration as well. Regardless of what she said before, she thinks that the objectives 
should be specified more if everyone were to begin English in the first grade. She 
believes objectives ought to be defined more in connection to the grade level so that 
everyone would proceed at the same pace. At the moment they are very loose, because 
everyone begins at the same level on the 3rd grade.  In other words, she estimates that 
learning would become more goal-oriented. She thinks that pupils who have studied 
English since 1st grade can proceed faster and perhaps jump over some things, if it feels 
like the pupils already know the subject matter, but would start from the same as the ones 
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who begin English for the first time on 3rd grade, and recapitulation does not hurt anyone. 
She wants to keep the first grade English as non goal-orientated, in order not to create 
any pressure, so there would be no rush. She wants to have time to proceed according to 
the group’s level and according to the group’s own interest. She considers the current 
one-hour per week plus more language showering moments based on teacher’s own 
estimation as a suitable amount. She believes pupils are motivated by having a purpose 
for learning –  in other words, pupils are able to communicate, have short conversations, 
get answers to their questions, and she aims at providing them with positive experiences 
as much as possible.  
 
5.3 Comparison of school A and B 
 
The biggest differences between teacher A and teacher B are in their views on objectives. 
Teacher A would like them to be more clearly defined, because it would help her design 
her teaching and in getting the right kind of materials and perhaps ELL would not be so 
easily in a walkover position as it currently is. Teacher B would find more precise 
objectives to be a burden, although she admits that if English were to begin for all in the 
first grade also the objectives would need to be specified more. One reason for this 
difference could be in the fact that School B already has more clearly defined content 
objectives. For both schools the new curricula (2016) are actually more vague than the 
old school curricula and seem to rely more on the NCC (2016). They are also in 
electronic form and the information on ELL is harder to find than before. As everything 
is behind links, it is occasionally unclear whether one is in NCC, city or school 
curriculum pages.  
 
There is also difference in how much more material is needed, directly targeted to ELL. 
Teacher A wants a material package desperately and jumped at the opportunity to order 
the new ‘Jump in!’ book and other material that comes with the book, whereas Teacher B 
thinks it would be nice addition, but seems to be quite content at the moment. School B at 
that moment had no definite plans about new materials, and was considering a club book. 
Now that Sanomapro has published the new ELL book ‘GO!’, which came out after the 
interviews, it could be something they are getting instead of the ‘Club book’. Teacher A 
relies heavily on the IWB and wants more software for that, while Teacher B has not 
used the IWB a lot, but uses a lot of games and songs and play. Teacher A has used play 
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and games as well, but not as much during observations, IWB activities were more 
common.  
 
School A’s classroom is quite packed, there was not a lot of room to move around. 
School B naturally has more room to move around without special arrangements. 
Interestingly school A is a much bigger school despite the cramped classroom with more 
technological resources. Both teachers are class teachers, but school A has a specific 
English slot, because half of the class studies French. In contrast teacher B does not have 
a specific slot, and thus can teach English whenever. This allows for school B’s pupils to 
have more English exposure time and for teacher B to use more varied procedures, 
especially utilizing transitions, and integration with other subjects. 
 
5.4 School C 3rd grade observations and teacher interview 
 
The school is situated in Helsinki. The teacher is a subject teacher and teaches Swedish in 
addition to English. At the time of the observations the school was considering beginning 
ELL in the fall of 2016. Now it is stated on the school’s web page that they offer early 
English language learning in their school, but no specifics are mentioned. The content of 
the lessons of group one and two were identical, and thus I have combined them under 
one section. As I did not get permission to audio record the lessons, for most lessons I do 
not have transcripts of the dialogues. In the case of some activities I have written down 
the most important utterances to either help understand the contents of the activity or to 
show the relationship of L1 and L2 in the instruction. The classroom setting was clear 
desks with little room to move around, not enough for actual physical education + 
language activities. Some maps and pictures were hung on the walls, but overall 
impression was not very colorful. One could clearly see that it was not a class teacher’s 
room but a subject teacher’s classroom. As it was a permanent language classroom, there 
would have been the opportunity to decorate it more.  
 
5.4.1 Observation lesson 1 group A and B 
 
Activity 1. Checking homework 
The lesson began by the teacher asking pupils in English to stand up. The first activity 
was checking homework from the book series “What’s on”. The teacher asked the pupils 
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to “please take page 82”. This activity lasted five minutes, it was done as a whole class, 
but everyone individually checked their answers on their exercise books and it was 
teacher-centered. The teaching materials involved were the exercise book with the 
possible help of textbook. Aids used were the computer, video projector, document 
camera and IWB. 
 
Activity 2. Grammar ‘to be’ – reading out loud 
In the exercise book/document camera the following was shown: “I am – I’m nine = minä 
olen yhdeksän, You are – You’re ten = sinä olet kymmenen. Are you? = Oletko sinä? 
He/She, He is – He’s = Hän on, she is – she’s = hän on. Is she/he? = Onko hän? He – 
pojasta (= “about a boy”), she – tytöstä (= “about a girl”).” The pupils read these out 
loud. This activity lasted five minutes and it was also done as a whole class and 
individually and was teacher centered as well. The materials and aids were the same as in 
the first activity. 
 
Activity 3. Listening to song and filling gaps 
The pupils listened to a song “Who? Who? Who?” and fill in gaps of the exercise in the 
exercise book. Directions are given in Finnish: “kuuntele laulu. täydennä puuttuvat sanat” 
[”listen to the song. fill in the missing words”] 
The completed exercise displayed with document camera: “I am Sam. Who are you? Who? 
Who are you? She is Kate. She’s really great. She is just eight. And he is Tim. You all know him. And you 
are Ben. You’re my best friend. You are my friend, Big Ben.” 
 
During the second half pupils are told to sing along. The directions are in Finnish. In 
group 1 the pupils sang along, but some of them quietly. The teacher did not sing much. 
In group 2 the pupils and the teacher sang along more. Overall group 2 seemed more 
exited about the song. This activity lasted ten minutes, was done individually and it had 
both student and teacher-centered elements to it. The materials were the same as in the 
previous exercise plus a cd, and teaching aids were otherwise the same but in addition a 
cd player was used. 
 
Activity 4. Watch and listen to a song called “to be” 
In this activity pupils watch and listen to a video clip about the song called ‘to be’. The 
lyrics of “to be” are: “I am here, you are there, he is happy, she is sad, it is burning, the world is 
turning, we are people, they are plants, I am here, you are there, he is blue, she is red, it is burning, the 
world is turning, we are people, they are plants, we are people, they are plants.” (Youtube 2017) 
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After the clip is over the teacher asked the pupils “Do you understand what ‘we are 
people’ means?” No further analysis of the song was made. The only material in this 
activity was the online clip, teaching aids were the computer, video projector and the 
IWB. The activity lasted five minutes with the first group and two minutes with the 
second group. It was done as a whole class and it was teacher centered as the pupils just 
passively listened to the song. 
 
Activity 5. Playing a time game from the exercise book 
The pupils played a game from the exercise book called ‘what’s the time?’. On the (IWB) 
board through the document camera there was a picture of a clock: it’s one (o’clock). The 
teacher asked “kuka tietää miten vastataan kysymykseen what’s the time?”  [“who knows 
how to answer to the question?] A short dialogue followed. The pupils threw a dice and 
the number of the dice told what the time was and pupils drew the time on the pictures of 
the clocks. The pupils had to say what’s the time. The teacher went around the classroom 
assisting and asking questions and giving answers using both Finnish and English. In the 
end she asked “are you ready?”. This activity lasted ten minutes, was done in pairs and 
the first part was teacher-centered and the second part student-centered. The materials 
included the exercise books and dice. The teaching aids were the computer, video 
projector and document camera. 
 
Activity 6. Dialogue with pair 
The pupils first drew their own time (of their choosing) in their exercise books. Then they 
went around asking others “what’s the time” and giving answers according to what they 
wrote in their books. The teacher gave directions in Finnish: “käy kyselemässä kenellä on 
sama” [go around asking who has the same time”]. After the pupils had completed the 
rounds they had a dialogue with the teacher about the results. The activity lasted five 
minutes, was done in pairs and was student-centered. Otherwise the materials and the 
aids were the same as in the previous activity, but no dice were used. For homework they 
had to do exercises from the book and they had to memorize the chapter of the textbook. 
The teacher completed the lesson by saying: “when you’re ready you can go”. No clear 





5.4.2 Observation lesson 2 groups A and B 
 
Activity 1. Oral word exam competition 
The lesson began by the teacher saying: “stand up please, good morning”. The pupils 
replied “good morning Mrs. last name”. The teacher continued: “teillä oli läksynä 
opetella kappaleen sanat tälle päivälle. tehdään pieni testi, kyselen sanoja riveittäin.” 
[“your homework for today was to memorize the vocabulary of the chapter. Let’s have a 
little test, I will ask words by rows.”] Everyone stood up, the teacher asked words in 
turns. If a pupil did not know the answer s/he had to sit down. The last one standing was 
a “winner”. They did two rounds, because there were so many words left. Surprisingly 
most pupils seemed excited about this test. One could think that this kind of public testing 
would make the pupils nervous, but instead they enjoyed the competition. The teacher 
concluded the test by saying “well done”. This activity lasted 11 minutes, involved the 
whole class, but one individual at a time answered and it was teacher-centered. The 
pupils did not use any material. The teacher used the vocabulary of the chapter (textbook 
or exercise book). No teaching aids were used. 
 
Activity 2. Checking homework 
The pupils had had to write sentences in English based on some clue words – “minä olen” 
[”I am”] and  “sinä olet” [“you are”]. One by one pupils gave their own answers for 
example “I’m a girl, I’m nine, I’m hungry, you’re a boy, you’re eight, you’re a friend”. 
This lasted four minutes. It was done as a whole class but pupils gave their answers 
individually. The first part was teacher-centered and the second half student-centered. 
The materials were the exercise books and possible notebooks. Teaching aids were the 
document camera, the computer and the IWB. 
 
Activity 3. Listening to a new chapter from the  textbook + listening comprehension 
exercise 
The teacher started the activity by saying: “we will listen to Sue Case’s suitcases”. At the 
same time they completed an exercise from the exercise book: “Mihin laukkuihin tavarat 
kuuluvat? Kuuntele ja yhdistä” [“to which suitcases do the items belong? Listen and 
connect”]. As soon as the listening was completed, the whole class together checked the 
answers. This lasted seven minutes, was done individually but everyone simultaneously, 
and was teacher-centered. The materials and aids were the same as in the previous 




Activity 3.1 Practicing the ‘th’ [θ] sound – repetition 
The pupils practiced pronouncing the [θ] sound by listening to and repeating the 
following words: “three, thirteen, throw, thank you, think, Thursday, Kathy, something, 
everything, mouth”. After the repetition pupils had a dialogue with teacher going through 
the meanings with the teacher. The activity lasted three minutes, was held as a whole 
class and was teacher-centered. The materials and aids were the same as in the previous 
activity. 
 
Activity 4. Weekdays movements 
The pupils listened to the (names of) days of the week and formed the initial of each 
weekday with their body “tee kirjain kropallasi” (= “make a letter with your body”). This 
lasted three minutes and was done as a whole class and was both teacher and student-
centered. The teacher was in charge and leading but pupils did the movements. The 
materials were the exercise book and cd, and the only teaching aid was the cd player. 
 
Activity 4.1 Repetition weekdays 
The pupils repeated the weekdays after the teacher while the teacher pointed to weekdays 
and they repeated the movements that went with each weekday. This activity lasted two 
minutes, it was done as a whole class and was teacher-centered. The only material was 
the exercise book through the document camera. Other teaching aids were the video 
projector and the IWB. 
 
Activity 4.2 Dialogue and weekday movements with pair 
One pupil said the day of the week and the other did the movement using the exercise 
book as model. This lasted three minutes, was done in pairs and was student-centered. 
The only material was the exercise book and the same teaching aids as in the previous 
activity. 
 
Activity 5. Repetition 
The pupils listened and repeated the chapter’s vocabulary with the help of a big picture 
surrounded by little pictures – what was in someone’s room. This lasted for one minute, 
included the whole class and was teacher centered. The teaching materials included the 
exercise book and the cd. The teaching aids were the cd player, document camera, IWB 




Activity 5.1 Translating words orally 
The teacher said a word in English and a pupil said it in Finnish. Everyone translated a 
word in turn. This lasted three minutes, included the whole class but answers were given 
individually and it was teacher-centered. The only material used was the teacher’s 
exercise book or textbook. 
 
Activity 5.2 Practicing vocabulary with pair 
The pupils practice the vocabulary from the exercise book with their pair. This lasted 
three minutes, was done in pairs and was teacher-centered in the sense that the teacher 
has told pupils to do this. It is a mechanical exercise, but student-centered in the sense 
that they are the ones who are speaking and practicing. The only material is the exercise 
book and no aids were used. For homework the pupils have to write the days of the week 
in their notebook and check that they know the numbers from 1 to 20 (the teacher says 
that next time they will play bingo). 
 
5.4.3 Bringing the observations together 
 
No clear method, approach, or set of procedures was used in the lessons observed. 
Teacher C in the interview stated that she does not believe in predesigned methods, thus 
it is not surprising that no methods could be observed during the lessons. The structure of 
the lessons was largely based on the exercise and textbook. Most of the activities utilized 
the exercise book in some form, even if it was not a direct exercise from the exercise 
book. ‘Working on the exercise book’ was a predesigned activity type on the observation 
sheet used. With this I had meant a traditional exercise where the student independently 
completes the exercise involving reading and writing and often grammar or translation 
based. None of the activities directly fell in to that category, although that kind of 
activities had been given for homework and those homework exercises were checked 
collectively in the beginning of the lesson. Different variations of exercise book based 
activities were the most common activity types. The content of the lessons also stemmed 
from the text- and exercise books. Even if the current 3rd grade book series still have 
some traditional structures, there are more action based activities in them such as 
different kind of games or utilizing movement in learning vocabulary or structures, in this 




The second most common activity type was ‘repetition after the teacher or recording’, but 
the activities did not last long - ranging from 1-3 minutes and altogether 6 minutes was 
spent on repetition. The longest single activity was the oral word exam lasting 11 
minutes. The total time spent on different exercise book activities was 63 minutes out of 
the total 80 minutes of active lesson time. Thus exercise book activities dominated the 
observed lessons. Most activities were done as a whole class. In many activities one part 
was done as a whole class and in part individually, which occurred seven times. None of 
the activities were done in smaller groups.  Four of the activities were done in pairs. The 
teaching was mainly teacher-centered, with 14 occurrences compared to seven times 
being student centered. Some of the activities had both teacher and student-centered 
parts. In some cases it was difficult to evaluate this aspect. L1 was used more than L2. 
Most common material was the exercise book. The most used teaching aids were the 
combination of IWB, document camera, video projector and computer. The selection of 
teaching materials was rather narrow. 
 
5.4.4 Interview teacher C 
 
In her own words teacher C uses all kinds of teaching methods, depending on the group, 
but they are not specific researched methods with a name. She claims she utilizes all 
channels, all skills and repetition, because the pupils are so young. She does not believe 
in pre-designed methods. The activities she uses include pupils making plays of textbook 
chapters, pantomime, word games and pupils’ discussions. She also believes they have to 
relax sometimes instead of always performing - meaning occasionally they just watch and 
listen to songs and stories while picking up new words. The classroom is adjustable for 
games and Physical Education (PE), but the pupils do not leave the classroom, because 
the groups are so big. The teacher says she utilizes the textbook, exercise book, teacher’s 
material, some extra sheets, some older book series, youtube, IWB games, council of 
Europe and quizzes on British council’s webpages. The school does not provide any IWB 
software. She uses both ready-made material and prepares materials herself. She mostly 
utilizes ready-made materials, because she thinks that they are well made by 
professionals. If there is no material available, she prepares it herself or, if the group has 
some extra time. She would like to have more digital material/exercises. As teaching aids 
she uses the IWB, blackboard, document camera, cd player, computer, dvds through 




When discussing ELL the teacher states that she would love to say that English should 
begin for all in 1st grade, but thinks that not everyone is ready. On the other hand she 
says that easy English without writing, which would not be too difficult, would be fine. 
In the end she has slightly mixed feelings on the subject. She believes there should be 
objectives in the NCC, but not too definite and that there should not be any tests, but the 
curriculum should contain teaching contents descriptions. She believes the objectives 
should be set on national level. She does not think ELL should be goal oriented, instead it 
should be fun and create positive attitudes, and teaching should include basic phrases and 
words. She believes attitudes are the most important thing. She thinks one lesson per 
week is suitable, but group should be small, half a class at a time - with a big group it 
would not work. She wishes for better guidance from the education board defining who 
teaches and what, and the decision should not be left to the principal. She believes that 
not all the class teachers even want to teach English and that at the moment most do not 
have the formal qualification. She thinks they should, if they were to teach ELL. She 
thinks a subject teacher’s training and a class teacher’s training are completely different.  
 
5.5 Comparison of schools A, B and C 
 
At the time of the observations school A and B did not have ELL course books. For 
school A the situation has changed as they ordered the new ‘Jump in!’ series mentioned 
earlier. For school B I have no knowledge whether they have ordered the ‘Go!’ or ‘Jump 
in!’ series. The new books are only exercise/activity books.  There are no textbooks for 
pupils. The teacher’s material is more extensive with the action cards etc. Usually no 
homework is given in ELL classes, whereas in the 3rd grade lessons pupils do get 
significant amount of homework. In the third grade the pupils have exercise and 
textbooks and the chapters guide the structure and the topic of the lessons. The pupils 
read the texts and vocabulary and write in the exercises of the exercise book or other 
material. In the more action-based activities they can read directions. A teacher is able to 
use small cards, notes for communicative activities, where they practice some phrase or 
vocabulary, question/answer cards or some structure or grammar.  A pupil does not have 
to remember everything in a game with dialogue, instead the core phrases can be read 
from a card, slip or from the (IWB) board. When pupils do not know how to read yet, a 
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lot of repetition is required before they are able to carry out an interactive game with a 
new phrase.  
 
In the lessons observed the starkest difference between ELL and 3rd grade English was 
the extensive use of the exercise book in the 3rd grade, where no book was used in ELL. 
This might change somewhat when ELL classes start to use an activity book. On the 
other hand structure and contentwise there is a major difference between the 3rd grade 
books and the ELL books mentioned above. The ELL books mainly give directions for 
action-based activities or have board games in them. There is very little writing, even the 
so called writing exercises mainly involve connecting pictures and words or ticking the 
correct box next to a picture etc.  
 
The 3rd grade lessons seemed mechanical and not very enticing, and the classroom was 
cold, whereas the ELL lessons were engaging and colorful with lots of games and in 
school B songs. Listening comprehension and repetition was far more important in ELL 
lessons than in 3rd grade lessons. Listening and repetition/modeling compensate for the 
lack of literacy and writing skills in ELL lessons. The objectives set for ELL are very 
loose and vague, whereas 3rd grade English has distinct content and structure objectives 
expressed in the NCC and city/school curricula. Generally speaking it often also seems 






In this chapter I will answer the research questions set in the introduction and then I will 
discuss the findings. One of the main research questions was: What kinds of teaching 
approaches, methods and procedures are used in the 1st grade early English language 
teaching in Finnish schools? For school A even though language shower appeared to be 
the main teaching approach in the lessons I observed, in the interview the teacher did not 
mention language shower specifically as an approach she would use. In school B 
language showering was the most clearly visible approach used in the observations. 
Teacher B did not mention it at first in the interview when asked what methods she uses, 
but when I specifically asked whether she uses language showering, she said yes and 
noted that the school’s curriculum refers to language showering. As mentioned earlier 
communicative language teaching can be seen as the underlying teaching approach 
through out elementary, junior high and high school. This applies to both schools. 
Besides language shower, other procedures implemented include frequent use of 
repetition drills, which were used both as a separate activity or part of another activity, 
where repetition was used mainly to help pupils execute an activity successfully or part of 
a teacher student dialogue.  
 
The other main research question was: How do these approaches, methods and 
procedures differ from the approaches, methods and procedures used in standard 3rd 
grade A1 English lessons? The biggest difference was that language showering was not 
used in the third grade lessons observed, as was expected. In general it is assumed that 
CLT is used in the third grade, but in this particular school C, no clear method or 
approach was used, because according to teacher C, she does not believe in using a 
predesigned method. Instead she aims at utilizing all channels, all skills and repetition, 
because the pupils are so young. The lessons in school C were very exercise book driven, 
providing the structure, themes and topics of the lessons. It is not a real method, but in 
practice it functions as a set of procedures that drives the lesson planning and teaching. 
 
In addition the following supporting questions were asked: In what way are the age 
specific requirements taken into consideration in the teaching approaches, methods and 
procedures? The pupils’ age and their still developing literacy and writing skills were 
taken into consideration in multiple ways. The concentration was on oral activities, where 
there is no reading or writing involved or minimally and the emphasis is on listening, 
		
74	
speaking and movement. Both schools A & B offered a lot of games and play and 
repetition. Only very rudimentary reading or writing exercises were done.  
Each activity was relatively short and each lesson contained various different types of 
activities, thus avoiding boredom and maintaining concentration. The contents of the 
lessons are light and the demand level is low and the production requirements are easy.  
 
What is the proportion of L1 and L2 in the teacher’s language of instruction and in the 
activities? With school A the teacher used L1 more than L2. As there is only one hour a 
week and the content demands are low, this is understandable, but I would argue there is 
still plenty of room to increase the amount of L2 with simple imperatives and utilizing 
gestures, body movements, imagery and realia. Everything does not need to be translated 
into Finnish or from Finnish. A lot of words and phrases can be explained. There needs to 
be more input to produce more output. School B on the other hand used L1 and L2 in 
equal amount, but the language spoken in L1 was more complicated and advanced than 
the L2. Many times the lead was done mainly in L1 and as the activity progressed the 
amount of L2 increased, resulting in mostly L2 use. There were many instances where 
simple imperatives could have been said in L2 instead of L1. Teaching a song about body 
parts, in my opinion does not require the use of L1, the teacher can utilize gestures and 
body movements to clarify meaning. Children hear and see English around them daily in 
our current environment. There is a danger in having too easy English lessons, it can 
decrease motivation if there is no challenge or no sense of development and gain. 
Children pick up language easily and that should be taken advantage of in the teaching. 
The biggest challenge to using more L2 is the limited exposure time per week. One hour 
per week does not allow a significant amount of L2 input that would utilize the unique 
capabilities of young language learners. 
 
What types of activities are included in these approaches, methods and procedures? 
The analysis chapter answered this question in detail. The most typical activities are 
different kinds of play and games with and without the interactive whiteboard. Other 
activities include singing, dancing, repetition, listening and coloring exercises with a little 
bit of writing. What teaching materials are used in early English language learning 
classrooms? In school A the most common materials used included digital sound or 
online music, pictures on the IWB, IWB software/application/game and coloring pencils. 
Other materials were song lyrics on the IWB, notebooks, glue and a sheet of paper with 
pictures or words. The most common materials mirror the use of teaching aids. In School 
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B the most common material type was picture either as a tangible picture for instance in 
flash cards or exercise sheets or on IWB. 
 
What kind of motivational strategies are visible in the early language learning 
classrooms, if any? During the observations I could not detect any visible motivational 
strategies being incorporated. On the other hand in the interviews teacher B said she 
believes that the purpose for learning is motivating to pupils, and she aims at providing 
them with positive experiences as much as possible. Teacher A mentions teacher’s 
enthusiasm. She believes the motivation comes from home through the children. She also 
likes to ask pupils what they are interested in and bases her teaching on that.  
 
What kind of experiences and views do the first grade teachers have on early English 
language teaching? This question is answered extensively in the interview sections of 
both teachers, but the most important views are discussed here. Teacher A’s attitudes are 
entwined with the question of resources and teaching materials. Lack of resources from 
the school can indicate lack of appreciation for the subject, unless it is simply a financial 
question. Teacher A thinks the school’s curriculum is very vague, really loosely defined – 
it does not provide a lot of content to the teaching. She wishes the objectives were more 
clearly defined. Teacher B thinks the objectives for ELL should not necessarily be 
specified more, because there are already so many objectives and contents that a class 
teacher has to take into consideration. Teacher B thinks every school should begin 
English in the first grade. Both teachers would like to have a material package for ELL 
that would include teacher’s material where all the objectives would have been taken into 
consideration, there would be a set of themes and topics in the most useful order 
connected with a range of activities such as games, play, audio stories, hand puppets and 
books to choose from.  
 
How does the 3rd grade teacher describe her EFL teaching and what kind of views does 
she express on ELL in general? In her own words teacher C uses all kinds of teaching 
methods in 3rd grade EFL lessons, depending on the group, but they are not specific 
researched methods with a name. She claims she utilizes all channels, all skills and 
repetition, because the pupils are so young. She does not believe in pre-designed 
methods. The activities she uses include pupils making plays of textbook chapters, 
pantomime, word games and pupils’ discussions. When discussing ELL the teacher states 
that she would love to say that English should begin for all in 1st grade, but thinks that 
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not everyone is ready. On the other hand she says that easy English without writing, 
which would not be too difficult, would be fine.  	
Based on the research language shower in its different variations is the best suitable 
approach to early English language teaching. The language shower or showering 
described in the previous studies corresponded well with the activities observed in the 
two ELL schools. Based on the data and the literature of this thesis, I see ELL/ELT as 
referring to the age when language is learned and different methods or approaches such 
as language shower or communicative language teaching can be used in ELL classrooms. 
This study was done right before the change of the national core curriculum and thus 






The aim of this research was to find out what kinds of teaching approaches, methods and 
procedures are used in the first grade early English language teaching in Finnish schools 
and to compare how they differ from the third grade A1-English instruction. In the theory 
chapters have I discussed those teaching approaches, methods and procedures, which 
have been used in the research data or which have been important to in the analysis 
process. The most significant of these are communicative language teaching, language 
shower/showering, Total Physical Response (TPR) and the Audiolingual method. This 
thesis is a qualitative case study. The data was collected by audio recording, video 
recording and observing three early English language groups in two schools and two third 
grade A1- English groups in one school. To support the observation observation sheet 
was used. After the classroom observations, the teachers of these classes were 
interviewed to complement the observation and to find out about their views and attitudes 
towards ELL. The data was collected in November-December 2015. The results indicate 
that the main forms of instruction in ELL are language showering, TPR method and 
repetition exercises. On the other hand no specific method was used and the instruction 
was exercise book based in the third grade groups, which participated in the research. In 
ELL the age specific requirements were taken into consideration by emphasizing oral 
skills and playing games. In school B the relationship between mother tongue and target 
language was roughly 50/50 in the ELT, but in school A mother tongue was used more 
than the target language. The most typical activities in school A were games and play 
based on time spent and different kind of repetition exercised based on frequency. In 
school B various games were the mos common activities both time wise and based on 
frequency.  
 
It would be very interesting to conduct a new study under the new NCC (2016) to see 
whether it has affected the contents of the lessons. School A has been using “Jump in!” 
for a year now and it would be fascinating to see how well it has worked for ELL. Vantaa 
is also finishing their first year of providing English for everyone in the first grade and 
their experiences could offer a fruitful platform for new research. 
The most important aspect when looking at future is creating more suitable material for 
early language teaching (ELT). There is a high demand for digital material and a material 
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Appendix 1: Acronyms for key concepts 
 
ELL = Early language learning  
ELT = Early language teaching 
L1 = First language/mother tongue  
L2 = second or foreign language 
SL = second language 
FL = Foreign language 
FLL = foreign language learning  
EFL = English as a foreign language  
CLIL = content and language integrated learning  
YL = Young learner 
FLEX = Foreign Language Exploratory/Experience/Exposure  
FLES = Foreign language in the elementary school  
Ellie = Early language learning in Europe 
AfL = Assessment for Learning  
AoL= Assessment of Learning  
CEFR = Common European Framework of Reference for Languages  
CILT = National Centre for Languages, England  
CPD = Continuing Professional Development  
EQF = European Qualifications Framework  
IWB = Interactive whiteboard  
TPR = Total Physical Response  
OECD = Organization for Economic Co-operation and Development  
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(Teacher’s CEFR) B1 B2 C1 C2
Teacher’s English variety used BRITISH AMERICAN AUSTRALIAN NEW ZEALAND OTHER N/A
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Activities: Occurence times TIME SPENT total min alone/individual in pairs in groups whole class Teacher centered Student centered
Playing	games 3 27 2 3 3
Structured	play	with	
dialogue/action:	 2 6 2 2 2
Repetition	after	teacher	or	recording 3 8 3 3
Repetition	after	teacher	or	
recording	interactive	IWB	touch 1 2 1 1 1 1
Repetition	after	teacher	or	
recording	+	completing	the	sentence	
1 2 1 2 1 1 1
Repetition	after	teacher	or	
recording	+	dialogue	with	teacher 2 11 2 2
Dialogue	with	pair 1 3 1 1
Dialogue	with	teacher 3 15 2 2
Gluing	a	sheet	on	notebook 1 3 1 1
Coloring	on	notebook 2 19 2 2
Coloring	+	writing	in	English	while	
listening	to	music 1 18 1 1
Singing 1 1 1 1 1


























(Teacher’s	CEFR) B1 B2 C1 C2
x










































Activities: YES NO  TIME SPENT alone in pairs in groups whole class Teacher centered Student centered
Playing	games 5 21 1 1 5 4 3
Playing	games	with	repetition	after	the	
teacher	or	recording 1 10 1 1 1
Playing	games	with	citing	rhymes	and	
repetition	after	the	teacher	or	recording
1 4,5 1 1 1 1
Playing	games	with	dialogue	with	pair 1 6 1 1 1
Listening	guessing	play 1 1,5 1 1
Singing	with	PE/dancing 2 12 2 2 2
Reading/writing/coloring/dialogue	with	
teacher 1 10 1 1 1 1
Repetition	after	the	teacher	or	recording 2 11 2 2
IWB	interactive	exercise 1 7 1 1 1 1
Dialogue	with	pair 1 4 1 1 1
Drawing/coloring/writing	in	1	activity 1 15 1 1
Teacher‐student	dialogue 1 4 1 1































(Teacher’s	CEFR) B1 B2 C1 C2
x







Appendix 5: The teachers’ interview questions 
ELL teachers’ interview 
 
1. Do you use a specific teaching method or an approach in teaching English to the 1st 
graders? 
2. Do you have an overall teaching method or approach in all of your teaching regardless 
of the subject as you are a class teacher? 
3. What kind of activities do you use or have used with the 1st grade English? 
4. What kind of teaching materials do you use or have used with the 1st grade English? 
5.  How much of the materials do you prepare yourself and how much do you use ready 
made materials? 
6. Does the school provide material specifically designed to be used with Early English 
language learning? 
7. Do you wish for a material package for Early English language learning? 
8. If so, what kind of material do you think it should contain?  
9. Do you feel the school and or city provides enough resources to carry out Early English 
language teaching successfully? 
10.  What kinds of teaching aids do you use or have used with the 1st grade English? 
11.  Are there some teaching aids you wish you had, but don’t?  
12. Are the objectives of Early English language learning clear to you? 
13.  Do you think they should be specified more? 
14. Do you think the objectives should be set on the national, city or school level? 
15. Do you think every school should begin English on the 1st grade? 
16. If so, should the objectives be different than they currently are? 
17.  At what level do you think English should begin on the 3rd grade for those who have 
been studying English since first grade? 
18.  How goal oriented do you think Early English learning should be on the 1st grade? 
19.  How many teaching hours do you think should be designated to Early English language 
learning? 
20. Do you have some motivational strategies you incorporate in your Early English 
language teaching? 
21. Is there anything else you would like to add on the subject of Early language teaching? 
  
3rd grade teacher’s interview 
1. Do you use a specific teaching method or an approach in teaching English to the 
3RD graders? 
2. What kind of activities do you use with the 3rd grade English? 
3. What kind of teaching materials do you use with the 3rd grade English? 
4.  How much of the materials do you prepare yourself and how much do you use ready-
made materials?  
5.  What kinds of teaching aids do you use or have used with the 3rd grade English? 
6.  Are there some teaching aids you wish you had, but don’t?  
7. At what grade do you think A1 English should begin? 
8.  (If she thinks 1st grade: Should the objectives be different than they currently are?) 
9.  At what level do you think English should begin on the 3rd grade for those who have 
been studying English since first grade?  
10.  How goal oriented do you thing Early English learning should be on the 1st grade? 
11. How many teaching hours do you think should be designated to Early English language 
learning? 
12. Is there anything else you would like to add on the subject of Early language teaching?  
 
